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The University System of Georgia (USG) requires students take the COMPASS
placement exam to determine their academic level and if they are ready for the rigor of
college-level courses prior to taking any courses. The COMPASS evaluates students’
skill levels in reading, writing, math, and English as a Second Language (ESL)
(American College Testing [ACT], 2010). Students who test below the acceptable
standard scores are placed into Learning Support (LS) courses, designed to help build the
foundational skills needed for success in college-level courses. A student is successful if
he or she passes the LS course(s) with a grade of C or better and pass the COMPASS exit
exam for that LS area. If students are not able to exit LS in the allotted amount of time,
they are placed on LS exclusion for one year during which they are not allowed to attend
any USG school. In the fall of 2009, the college used in this study had one of the largest
enrollments of Learning Support students in the USG with 57.9% of the total enrollment.
The problem is that over half of these students are not matriculating to their college-level
courses. The economic impact on both the students and the institution is huge.
Nationally, approximately 60% of students entering community colleges are required to
take at least one remediation course and less than 25% of these earn a college degree or
certificate within eight years (Bailey & Woo Cho, 2010). The purpose of this
quantitative study was to examine factors that influence the success of Learning Support
students as measured by their LS course grades and their COMPASS exit exam scores.
The following independent variables were examined: Curriculum Alignment of Learning
Support Courses with the COMPASS exit exam, Higher Education Seminar (HEDS
1011), Purpose, Frequency, and Use, of the Learning and Tutoring Center, Instructional
Delivery of Learning Support courses, Academic Advising, Academic Self-Efficacy,
Number of Learning Support Areas, Number of Learning Support Courses, Student
Status, Enrollment Status, Employment Status, Caregiver Status, Generational Status, and
High School Grade Point Average. A correlation study was conducted using the
variables that were identified to determine if there is a significant relationship between
the dependent and each independent variable. A regression analysis was used to
determine the order of contributions by each independent variable to the dependent
variable. The results indicated the following: a lack of curriculum alignment between
the LS courses and the COMPASS exit exam and students’ personal characteristics more
so than institutional characteristics affect students’ success in Learning Support. In an
effort to increase degree attainment in the United States, President Obama seta goal for
an additional five million community college graduates by the year 2020. This is an
additional 280,000 more degrees and certificates per year. The researcher developed
success strategies for the institution to utilize to help improve the success rates of their
Learning Support students.
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The University System of Georgia (USG) requires students to take a placement
exam in order to determine their academic level and if they are ready for the rigor of
college-level courses prior to taking any courses. The placement exam is called the
COMPASS. The COMPASS evaluates students’ skill levels in reading, writing, math,
and English as a Second Language (ESL) (American College Testing [ACT], 2010). The
Board of Regents (BOR), the governing body for postsecondary institutions, determines
the minimum required scores in each area for students to take college-level credit classes.
The minimum scores are as follows: English 64, reading 78, and a 37 in math. Each
school has the authority to increase their standards. Only students with Scholastic
Aptitude Test (SAT) scores of 430 on the Verbal section and 400 on the math are exempt
from taking the placement exam (University System of Georgia, 2011). At this particular
college, the SAT and ACT requirements are higher than the ones deemed appropriate by
the USG. Only students with a Verbal SAT score of 480 or an ACT score of 20 in
English and a Math SAT score of 440 or an ACT score of 18 are exempt from taking the
COMPASS exam (Georgia Junior College Learning Support Policy and Advisement
Guide, 2011). Students who test below the acceptable standard scores are placed into
Learning Support (LS) courses. The Learning Support Program is a Board of
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Regents initiated program of courses and advisement designed to help build the
foundational skills needed for success in college-level courses. Learning Support courses
help to build or refresh a student in critical skills areas that apply to almost all of the
courses required by a degree program at this college. Credit earned in Learning Support
courses is institutional and counted toward the number of credit hours for which a student
is enrolled in any semester. However, these courses do not count toward a degree or
certificate. Students in Learning Support are allowed a limited number of times (2
attempts for English and reading and 3 attempts for math) to exit Learning Support. If
students are not able to exit LS in the allotted amount of time, then they are placed on LS
exclusion for one year. During that time, they are not allowed to attend any University
System of Georgia school. Their only option is to attend a trade or technical school.
Exiting Learning Support is a prerequisite for many of the courses that degree programs
require for graduation. Nationally, approximately 60% of students entering community
colleges are required to take at least one remediation course. In fact, most of these
students are required to take more than just one course (Bailey & Woo Cho, 2010). The
students, attending the college that will be used in this study, are no different. This study
is designed to examine the factors that influence the success rate of students placed into
Learning Support. Student surveys, institutional databases, and document analysis will
be used to evaluate these factors. Table 1 lists all of the schools in the USG, their total
enrollments as well as their Learning Support enrollments.
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Table 1
Fall 2009 University System ofGeorgia Schools’ Enrollment and Learning Support
Number in Percent in
Institution Learning Support Enrollment Learning Support
University of Georgia 10 34,885 <1%
Georgia Southern University 77 19,086 <1%
Clayton State University 202 6,587 3.1%
Kennesaw State University 401 22,389 1.8%
University of West Georgia 128 11,500 1.1%
Georgia Gwinnett College 302 2,947 10.2%
Atlanta Metropolitan College 1,060 2,688 39.4%
Georgia Junior College 5,456 24,549 22.2%
University System Total 23,077 301,892 7.6%
Note: Figures are for all students required to take learning support based on university
system requirements. Georgia Tech University, Georgia State University, and Southern
Polytechnic State University did not have any students in learning support classes in the
fall of 2009.
The public postsecondary community college is one of the fastest growing of all
delivery systems in American higher education. This rapid growth is precipitated
significantly by the demand for postsecondary education as a passage way to future
success in the job market as well as in life generally.
The college used for this study, located in Metro Atlanta, is among the nation’s
fastest-growing metropolitan two-year colleges. It is the largest associate degree
granting college and the third-largest institution in the University System of Georgia
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(USG). As of 2009, this college had a total enrollment of 24,549 students including
17,415 minorities and 3,866 international students. With an average student age of 24,
the college serves traditional and nontraditional students. It is an open-access college,
meaning that the school does not require SAT or ACT scores as a condition of
admittance. As a result, it takes in more undergraduate students each fall semester,
accepts more transfer students and sends more students on to other institutions than any
other USG institution, accounting for more than one-third of all transfer students. The
college’s programs consist of 40 associate degrees, 4 career and technical degrees, and 9
dual degrees with DeKalb Technical College (see Tables 2 and 3).
Table 2
Georgia Junior College Learning Support Enrollment
Reading English Math
Requirement Requirement Requirement
Year S I V S I V S I V
Fall 2007 718 244 26 1,148 147 30 4,258 95 68
Spring2008 713 161 22 1,165 131 31 4,290 94 115
FaIl 2008 968 352 9 1,403 227 13 4,452 123 43
Spring 2009 915 247 8 1,442 187 10 4,593 104 38
Fall 2009 1,061 316 15 1,667 190 18 4,659 45 54
Spring2OlO 1,078 252 6 1,602 186 15 5,247 70 62
Fall 2010 890 223 5 1,341 130 12 4,737 37 47
S — Indicates students enrolled in Learning Support courses due to University of System
of Georgia requirements.
I — Indicates students enrolled in Learning Support courses due to institution requirement.
V— Indicates student who volunteered to enroll in Learning Support courses.
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Table 3
Learning Support Enrollment Rates. Fall 2006 — Fall 2009
FY FY FY FY
Status 2006 % 2007 % 2008 % 2009 %
Learning Support 1,434 56.0 1,418 55.5 1,523 59.0 1,732 57.9
No Learning Support 1,129 44.0 1,139 44.5 1,057 41.0 1.257 42.1
Total FTFT Enrollment 2,563 2,557 2,580 2,989
FTFT = First-Time Full-Time
Statement of the Problem
The community college student population differs tremendously from the
traditional four-year institutional student body. Students select community colleges as
their postsecondary institution of choice for a variety of reasons including but not limited
to the following: to take an enrichment class, to get a certification, to obtain an
associate’s degree, cheaper tuition, and easier entrance requirements (Wild & Ebbers,
2002). Moreover, it makes it difficult for university officials to develop student success
models because of the diversity of their student body. Regardless of the students’
purpose for selecting a community college, they are still required to take a placement
exam to determine if they are prepared for college-level work. The only exceptions are
students who transfer in college-level credit from another accredited institution or their
ACT or SAT scores exempt them. In the case of this particular college, when the
students do not score an acceptable score on the COMPASS placement exam, they are
placed into Learning Support courses, also known to some people as college remediation
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courses. The purpose for the LS courses is to help build up students’ skills in a particular
area in order to help them succeed in their college-level classes. Once students test into
LS, they are, at the very least, one semester behind their counterparts who did not have to
test into Learning Support. Nationally, fewer than 25% of community college students
who need some type of remediation course earn a college degree or certificate within
eight years. In comparison, close to 40% of community college students who do not
need any type of remediation courses complete a degree or certificate in eight years
(Bailey & Woo Cho, 2010). Similar to other community colleges, this college in this
study is no different in this regard. Because it is an open access college, students who
may not have been able to do so otherwise are able to go to college. In 2009, this college
had one of the largest enrollments of students testing into Learning Support in the USG
with 22% of its total enrollment. The same year, first-time/full-time students enrolled in
Learning Support comprised 57.9% of the total enrollment for that fall semester. The
problem is that over half of the Learning Support students are not passing their Learning
Support courses, not passing the COMPASS exit exam, and not matriculating to their
college-level courses. Year after year, too many Learning Support students continue to
fail because the college has yet to identify the causes of the problem. Moreover, the
college cannot prescribe the correct remedy for the problem. This study examined the
following possible causal factors: curriculum alignment of the LS courses and the
COMPASS exit exam instructional delivery methods, academic advising, Higher
Education Seminar, Learning and Tutoring Center, academic self-efficacy, the number of
LS areas, the number of LS courses, student status, enrollment status, employment status,
caregiver status, generational status, and high school grade point average. If the students
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cannot exit LS within the allotted time, they are put on Learning Support exclusion,
meaning that they cannot attend any USO school for three years. These students are
either dropping out of school or getting put out of school. President Obama set a goal for
community colleges to increase college graduates by five million by the year 2020
(Jenkins & Bailey, 2009). At this rate, community colleges will not be able to achieve
this goal, and neither will the college used in this study. The following tables outline the
dismal numbers for Learning Support at the community college in the study.
On average, the results of the analysis in Table 4 show the fail rate of FT/FT
students enrolled in one or more learning support courses is 53.4%. The data show the
lowest percentage of FT/FT students failing one or more learning support courses in FY
2007 at 44.5%, and the highest percentage in FY 2008 with 61%.
Table 4
FTFT Fail Rates Fall 2006 — Fall 2009
FY FY FY FY
Status 2006 % 2007 % 2008 % 2009
Enrolled 1,434 56.0 1,418 55.5 1,523 59.0 1,732 57.9
Failed 773 53.9 753 44.5 929 61.0 1,257 58.8
In Table 5, the data reflect the percentage of students who were able to exit one or
more learning support courses after three semesters. On average, only one-third of First




Learning Support Exit Rates Fall 2006 — Fall 2009
FY FY FY FY
The data in Table 5 suggest that two-thirds of students who have not exited a
learning support area in twelve semester hours or three attempts (whichever comes first)
have submitted or been granted an appeal, or suspended from all Regents institutions for
three years.
The data in Table 6 show that retention of FT/FT students without learning
support requirements is consistently higher than the retention rates of students enrolled in
one or more learning support courses by at least 7% at the end of year one and 5.7% at
the end of year two. On average, the retention rate of students enrolled in one or more
learning support courses is 60.4% compared to 68.9% for students without learning
support requirements with a difference of 8.5%. By the second year, the gap narrows by
6.2 percentage points (see Table 7). Students enrolled in learning support courses
compared to those without learning support courses were retained at 3 5.2% and 4 1.4%,
respectively.
Status 2006 % 2007 % 2008 % 2009 %
Enrolled 1,434 56.0 1,418 55.5 1,523 59.0 1,732 57.9
Exited 3 Semesters 483 33.7 504 35.5 462 30.3 328 18.9
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Table 6
FTFT Learning Support Retention Year 1
FY FY FY FY
FY FY FY FY
Status 2006 % 2007 % 2008 % 2009 %
Learning Support 887 62.6 865 61.0 899 59.0 1,023 59.1
No Learning Support 792 70.2 774 68.0 732 69.3 855 68.0
Table 7
FTFT Learning Support Retention Year 2
Status 2006 % 2007 % 2008 % 2009 %
Learning Support 532 37.1 473 33.4 535 35.1 N/A N/A
No Learning Support 483 42.8 446 39.2 446 42.2 N/A N/A
Purpose of the Study
The purpose of this quantitative case study is to examine factors that influence the
success of Learning Support students as measured by their end of course grades in their
LS courses and their subsequent scores on the COMPASS exit exam. For the purpose of
this study, a student is considered successful if he or she can exit Learning Support. In
order to exit LS, students must pass their LS courses with a grade of C or better and pass
the subsequent COMPASS exit exam for that LS area. There are numerous factors that
may affect whether or not a student is successful in exiting Learning Support; however
this study will examine the following factors: Curriculum Alignment of Learning
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Support Courses with the COMPASS exit exam, Higher Education Seminar (HEDS
1011), Frequency, Use, and Helpfulness of the Learning and Tutoring Center,
Instructional Delivery of Learning Support courses, Academic Advising, Students’
Academic Self-Efficacy, Number of Learning Support Areas, Number of Learning
Support Courses, Student Status, Enrollment Status, Employment Status, Caregiver
Status, Generational Status, and High School Grade Point Average. Each one of these
variables, if not all of them, has the potential to affect whether or not a student is
successful in exiting Learning Support.
Research Questions
In order to determine if there is a significant relationship between the independent
variables and the dependent variable for the purpose of this study, the following research
questions have been devised:
RQ1: Is there a significant relationship between the curriculum alignment of
the Learning Support courses and students’ end of course grades and
COMPASS exit exam scores?
RQ2: Is there a significant relationship between the students’ perceptions of the
helpfulness of the REDS 1011 course and their LS end of course grades
and COMPASS exit exam scores?
RQ3. Is there a significant relationship between the purpose, frequency, and
helpfulness of the Learning and Tutoring Center and students’ LS end of
course grades and COMPASS exit exam scores?
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RQ4: Is there a significant relationship between students’ perceptions of the
helpfulness of academic advising and students’ LS end of course grades
and COMPASS exit exam scores?
RQ5: Is there a significant relationship between the instructional delivery in the
Learning Support courses and students’ LS end of course grades and
COMPASS exit exam scores?
RQ6: Is there a significant relationship between the students’ academic self-
efficacy and their LS end of course grades and COMPASS exit exam
scores?
RQ7: Is there a significant relationship between the number of areas of
Learning Support a student are required to take and their LS end of
course grades and COMPASS exit exam scores?
RQ8: Is there a significant relationship between the number of Learning
Support courses a student are required to take and their LS end of course
grades and COMPASS exit exam scores?
RQ9: Is there a significant relationship between the students’ student status and
their LS end of course grades and COMPASS exit exam scores?
RQ1O: Is there a significant relationship between the students’ enrollment status
and their LS end of course grades and COMPASS exit exam scores?
RQ 11: Is there a significant relationship between the students’ employment
status and their LS end of course grades and COMPASS exit exam
scores?
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RQ12: Is there a significant relationship between the students’ caregiver status
and their LS end of course grades and COMPASS exit exam scores?
RQ13: Is there a significant relationship between the students’ generational
status and their LS end of course grades and COMPASS exit exam
scores?
RQ14: Is there a significant relationship between the students’ high school grade
point average and their LS end of course grades and COMPASS exit
exam scores?
RQ 15: Is there a relationship between students’ Learning Support grades and
their Compass Math, Reading and English exit exam scores?
Significance of the Study
In the fiscal year of 2009, the Learning Support students of this college
represented 22% of its total enrollment. The same year, first time/full time students
enrolled in learning support was a staggering 57.9%. Nationally, less than 25% of
community college students who enroll in remediation education complete a degree or
certificate within eight years of enrollment in college (Bailey & Woo Cho, 2010). If this
statistic holds true for the institution used in the study, then this is a lose/lose situation for
both the students and college. The economic impact is huge. Students who leave college
before they graduate typically leave with a bill and/or student loans that they may not be
able to pay back. On average, people with a college degree make more money than
people without one. According to the Census Bureau, the average salary for adults
working full-time year-round were as follows: $30,400 for a high school diploma,
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$36,800 for some college, $38,200 for an Associate’s degree, and $52,200 for a
Bachelor’s degree. Over an adult’s working life, high school graduates earn an average of
$1.2 million; associate’s degree holders earn about $1.6 million; and bachelor’s degree
holders earn about $2.1 million (Day & Newburger, 2002). In addition, the institutions
suffer a huge loss in revenue. Using the figures stated above, the school loses about $10
million per year in tuition as a result of the Learning Support dropout rate. In 2009, the
school’s total enrollment was 24,549 students of which 22% were enrolled in Learning
Support. This totals 5,400 Learning Support students. If 75% of them dropout, then the
college loses 4,050 students. If one multiplies 4,050 students times $1,340 in tuition, per
semester, that is $5, 427,000 per semester and $10,854,000 per academic year. This loss
of revenue could lead to a loss of human capital, affect employee benefits and raises, and
more importantly affect school’s fundamental ability to carry out its mission.
On a national scale, the United States has fallen behind other countries in regards
to college degree attainment. In July of 2009, President Obama announced a plan to help
reverse this problem. Recognizing the importance of community colleges, the President
set a goal for an additional five million community college graduates by the year 2020.
In 2007, approximately 850,000 people earned degrees and certificates from community
colleges. Moreover, to meet the President’s goal, community colleges would have to
award 280,000 more degrees and certificates per year. This is a 33% increase per year
(Jenkins & Bailey, 2009). As the largest Associate degree granting institution and the
third largest institution in the University System of Georgia, the challenge is very crucial
as it seeks to remain relevant and highly functional in fulfilling its mission and its
targeted goals.
Summary
Chapter I provided an introduction and overview of the problem of Leaning
Support in context. Students testing into Learning Support are having problems exiting
Learning Support and matriculating towards college-level courses. Research questions
were developed for the study to uncover significant relationships between certain
variables and students’ success in Learning Support. The purpose of the study and the
significance were described as well.
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CHAPTER II
REVIEW OF THE LITERATURE
Kolajo (2004) conducted a study to analyze the effectiveness of the
developmental education program at Cecil Community College in terms of the school’s
graduation quota. Kolajo used an ex post facto analysis of outcome data from three years
to track the academic performances of developmental and non-developmental students.
In addition, he examined the effects that developmental courses have on academic
progress leading up to graduation. The research questions were as follows: What effect
does placement at matriculation have on graduation? What are at the characteristics of
students graduating from the college? Are there any inter-group differences in age,
gender, and overall grade point average (GPA) upon graduation? Data from Cecil
Community College was taken from the 1990-2000, 2000-2001, and 2001-2002 school
years. The graduates were divided into four categories on the basis of their placement
scores: (a) took one developmental course, (b) took two or more developmental courses,
(c) tested but not required to take developmental courses, and (d) not tested due to
transferring in from another institution or something exempting them from taking the
placement test. The results were as follows: Students who took one developmental
course averaged 30 years old, took 10 semesters to graduate, and averaged a 3.25 GPA at
graduation which was the same for students not required to take a developmental course.
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Students who were required to take two or more developmental courses, averaged 27
years old, took 11 semesters to graduate, and averaged a 2.86 GPA. Students not
required to take developmental courses averaged 25 years old, took 8 semesters to
graduate, and averaged a 3.25 GPA. Students who were not tested averaged 31 years old,
took 6 semesters to graduate, averaged a 3.27 GPA at graduation. Male students
graduated faster than female students by two semesters. However, the female students
graduated with a higher GPA at 3.19 compared to the males with a 3.12. 81% of students
worked either part-time or full-time. The average GPA of students increased with age as
well as their motivation and drives to succeed even though it took them longer to
graduate. With over 61% of CCC’s graduates taking one or more developmental courses
during this time, Kolajo concluded that there is a link between the number of
developmental courses taken and the time to graduation.
Wild and Ebbers (2002) studied past and present research pertaining to student
retention in colleges and universities. They found considerable research using the
university setting as a model, but few studies on the development of retention for
community colleges. To understand student retention issues in community colleges,
Wild and Ebbers found it necessary to identify the retention goal of the institution, the
criteria, definitions, and data needed to monitor progress toward that goal. One
significant thing they found was that defining student retention was difficult for
community colleges because their students come to school with vastly different goals.
Wild and Ebbers found that community colleges define student retention in a variety of
different ways. Based on their research, they came up with the following suggestions for
community colleges to help with student retention: (a) Identify someone within the
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school to be the leader of the retention initiative; (b) Identify a task force to develop and
define the retention goals and retention plan; (c) Determine terms and definitions to be
used uniformly throughout the school for retention data; (d) Determine data elements that
need to be collected and reported for state and federal reporting; (e) Determine retention
goals for the school and determine what data need to be collected to measure each goal;
(f) Review data-gathering forms and contact points modifying any data-gathering media
when necessary; (g) Conduct focus groups with students and support staff to determine
what type of assistance will help retain students; (h) Review grants and determine if they
can be obtained to support and enhance student retention; (i) Attend regional and national
conferences to examine schools that are successful in working on retention in community
colleges; (j) Determine evaluation criteria for the retention plan, such as program specific
target retention rates (i.e., 5% increases); (k) Provide staff training and orientation; (1)
Identify current projects that support and encourage student retention; (m) Review
recruiting and admission processes and forms to determine if the information gathered
provides a solid foundation for retention strategies; (n) Review admission and advising
strategies affecting minority populations from the perspectives of retention and
recruitment; (o) Establish an early-warning system that lets faculty notify counselors,
advisors, and tutors to assist students who are having difficulty in class; (p) Provide tutors
in classes that typically have high percentages of students who fail; (q) Pilot a
Supplemental Instruction program; (r) Pilot cohort programs that have collaborative
support systems with a team of faculty, advisors, tutors, and other support staff; and (s)
Develop and implement staff-development training that will provide the college work
force with current information on the issues of student retention.
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Adelman (2004) studied factors affecting college graduation rates and time to
degree and examined remediation in this context. He followed a cohort of students who
graduated from high school in 1982. He found that students who took remedial classes in
college had considerably lower graduations rates. Thirty-nine percent of these students
earned bachelor’s degrees, compared to 695 of students who required no remediation
classes. In 1992, he repeated this study in another cohort. The results were relatively the
same. He found that over time, the number of students needing remedial classes
declined. He also found that students who needed remediation in reading more than any
other subject were the least likely to graduate. He concluded that students who need
remedial classes are much less likely to graduate. Adelman (1998) stated the following:
The bottom line. . . is that ‘remediation’ in higher education is not some
monolithic plague that can be cured by a single prescription. Determined students
and faculty can overcome at least mild deficiencies in preparation. . . But when
reading is the core of the problem, the odds of success in college environments
are so low that other approaches are called for. (p. 11)
Deil-Amen and Rosenbaum (2002) examined students needing remediation in two
community colleges. Both colleges put heavy emphasis on their students transferring to a
four-year school. These colleges provided classes remedial courses that were designed to
move students in to the college level courses that would be transferrable to four-year
institutions. The fact that the remedial courses did not count as credit towards a degree
was being obscured in the catalogues and in the ways they counseled their students into
taking these courses. Some students were in school for several months without knowing
that the remedial classes were not counting towards a degree. Deil-Amen and
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Rosenbaum concluded that “lengthy delays” were detrimental to students graduating and
may be contributing to students dropping out of college. They suggested that students
needing remediation would benefit more from taking occupational courses or more
vocational type degrees, as opposed to an Associate of Arts degree with the intent to
transfer to a four-year school.
Attewall, Lavin, Domina, and Levey (2006) found new evidence on college
remediation among two-year college students. The researchers analyzed the National
Educational Longitudinal Study (NELS: 88) to see whether taking remedial coursework
lead students to accumulate fewer credits or delayed them getting a degree. This study
provided a detailed picture of the remedial coursework that each student took, based on a
coding of college transcripts. It also included detailed assessments of students’ academic
skills and coursework prior to college and examined family background. This allowed
them to separate preexisting academic skills and weaknesses from the effects of taking
remedial coursework during college. They used a statistical technique called the
counterfactual model of causal inference as a methodological tool to separate the effects
of remedial work from those of background variables. By applying it to the NELS: 88
transcript data, they were able to shed new light on the facts surrounding the controversy
over college remediation. Their study revealed the following information. Remedial
coursework was popular among undergraduates in the high school class of 1992, but did
not dominate their years in college. Most students only took one or two remedial courses
and passed those courses successfully. The premise that remedial coursework is taken by
students with poor high school preparation or weak academic skills were dispelled.
Remedial coursework was not limited to the economically disadvantaged. The NELS: 88
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data showed that public institutions were more likely to require remedial coursework than
private institutions for equivalently skilled students. Students were less likely to graduate
from a public institution than a private one. Black students were more likely to take
remediation than similarly prepared white students. Twenty-eight percent of remedial
students in two-year colleges graduated within 8.5 years, compared to 43% of
nonremedial students. Fifty-two percent of remedial students in four-year colleges
received bachelor’s degrees, compared to 78% of students with no remediation. Fifty
percent of African Americans graduated from a bachelor’s program, as compared to 34%
of Hispanics. If those students were denied entry to four-year institutions, a large
percentage of the minority graduates in the high school class of 1992 would never have
received degrees. In two-year colleges, taking remedial classes was not associated with
lower academic success, even for students who took more than one remedial class. In
addition, two-year college students who passed their remedial coursework were more
likely to graduate than equivalent students who never took remediation, which suggested
that the remediation courses helped them. The opposite was true for students who
entered four-year colleges. Students taking remediation courses had lower chances of
graduating by 7%.
Northern Virginia Community College’s (NVCC) Office of Institutional Research
(OIR) (2001) conducted a study pertaining to student retention in an effort to determine
the reasons for their high attrition rates and examine whether certain characteristics were
related to retention. The method for data collection was telephone surveys and focus
groups. Qualitative data was collected on the following: what students believed were the
strengths and weaknesses of their NVCC education, what factors played a role in their
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decision not to return to NVCC, and what NVCC could have done to enable the student
to re-enroll. A separate study was conducted to evaluate the relationship between certain
student characteristics and retention rates. In reference to retention patterns by selected
characteristics, the analysis was done only on first-time students who attended NVCC for
one semester (fall) and did not return the following spring semester. Table 8 shows the
retention rate results listed by characteristics:
Table 8
Retention Rate Results by Characteristics
Percentages Characteristics
64% Students who planned to transfer to another institution
37% Students whose educational goal was self-improvement
65% Students who planned to enroll for more than one semester
30% Students who planned to enroll for one semester
65% Students enrolled in an Associate of Science degree program
51% Students with no selected degree program
66% Students 21 years old and younger
45% Students 45 years old and older
75% Full-time students
44% Part-time students
67% Students attending both day and night classes
39% Students attending only night classes
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The findings from the nonreturning student survey cited the following reasons for
not returning (see Table 9).
Table 9
Nonreturning Student Survey Results
Percentages Reasons
20% Financial Reasons
20% Family or personal reasons
17% Conflicts with employment
13% New employment opportunities
67% It was temporary in nature
63% Possibility of returning to NVCC
48% Chance of attending another college in the future
The results of the telephone survey and focus groups found that one-fifth of the
students did not return because they had achieved their educational goals. The majority
of the respondents cited life circumstances such as finances, family reasons, and conflict
with employment as their reason for not returning. Many of these respondents indicated
that they planned to return to NVCC in the future. Some of the students cited a lack of
connection to the college or feeling “invisible” at school.
Curriculum Alignment
Across the United States, colleges and universities use placement exams to assess
the level of college-readiness of their students. In fact, 92% of two-year colleges use
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placement exam scores to determine whether or not students should be placed into
remedial courses (Parsad, Lewis, & Greene, 2003). The two most popular placement
exams in the U.S. are the ACCUPLACER, developed by the College Board and the
COMPASS, developed by ACT. Sixty-two percent of community colleges use the
ACCUPLACER, and 46% use the COMPASS exam. The state of Georgia prefers the
COMPASS exam which typically takes about two hours to complete. The COMPASS
offers a writing essay as well as untimed computer-adaptive exams in reading, writing
skills, mathematics, and English as Second Language (ESL). The elements of the
validity argument supporting the use of the COMPASS include the following (ACT,
2010):
• The COMPASS tests measure the skills and knowledge students need to
succeed in specific courses.
• Students who have the skills and knowledge necessary to succeed in specific
courses are likely to perform satisfactorily on the COMPASS tests, and
students without those skills are not.
• Higher levels of proficiency on the COMPASS tests are related to higher
levels of satisfactory performance in the course.
The two-year college in this study requires that students take the COMPASS to
determine their placement in reading, mathematics, and English. If students are placed
into Learning Support (remedial) courses, they are also required to take the COMPASS
exam again and pass it after taking the course. If students are not able to pass the
COMPASS after taking the Learning Support course, they are required to take the class
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over again. Keeping this in mind, it is important for the curriculum and objectives of the
Learning Support courses to align with the objectives being tested on the COMPASS. In
addition, if course placement is a valid use of these tests, then a significant, positive
statistical relationship between COMPASS test scores and course grades would be
expected (ACT, 2010).
COMPASS placement tests are designed to accurately place students into the
appropriate college courses. However, COMPASS also offers diagnostic tests that
professors can use to help verify the strengths and weaknesses of students in specific
subject areas. With this information, Learning Support instructors can develop the
appropriate strategies to help students pass the course and the subsequent COMPASS exit
exam. The COMPASS website states the following in reference to its diagnostics:
• Determine Students’ Developmental Needs Quickly and Accurately: As a
Web-based, computer-adaptive assessment, COMPASS reduces the number
of test items and time spent testing, while maintaining a high degree of
accuracy. Students’ score reports are available immediately after testing.
Customizable routing rules allow you to route marginal students from
placement tests directly into diagnostic tests, eliminating the need for retesting
at a later date.
• Create Diagnostic Tests to Match Your Students’ Developmental Needs:
COMPASS allows you to create unique test packages that cover specific
subject areas, and align with your developmental curriculum. The software
allows you to establish your own cut-off scores and create appropriate
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diagnostic messages that inform students of recommended interventions and
support services available to them.
• Enhance Academic Advising: COMPASS includes an optional
demographics section that provides your academic advisors with a
comprehensive understanding of your students’ backgrounds and academic
support needs.
• Reach Students Before They Arrive on Campus: As an Internet-based
assessment, COMPASS can be used in high school outreach programs. The
COMPASS Internet National Remote Testing Network allows you to
administer COMPASS diagnostic tests at over 500 proctored test sites across
the country. Early intervention helps reduce the need for developmental
coursework once students are enrolled.
• Evaluate Developmental Program Impact: The COMPASS program offers
post-testing to help you document the performance gain of students who
participated in a developmental program.
This guide is intended to address the key assessment and advising needs of develop
mental educators, and demonstrate how the COMPASS program can be customized and
used to greatest effect (ACT, 2010).
Vandal (2011) found that many college placement exams do not accurately
pinpoint student academic deficiencies. As a result, many students are required to enroll
in remedial courses that cover large amounts of content that the students a lot of times
have already mastered. When added up over several semesters of remedial instruction,
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students waste valuable time and resources that hinder their progress towards a degree or
certificate. With better diagnostic assessments, colleges could tailor instruction and
courses so that students focus on the content they need, thus accelerating student
completion of remedial courses and facilitating college completion. The state of
Tennessee has adopted such a program. In Tennessee, students who test just below
college-level on the ACT entrance exam are required to take a secondary diagnostic exam
to precisely identify their academic deficiencies. The students’ diagnostic results allow
colleges to customize instruction, and in some cases where students scored just below
college-level, these data helps students avoid remedial courses completely. These
particular students are allowed to enroll in college-level courses with additional academic
support. As a result, Tennessee’s use of secondary diagnostic exam results has increased
student success in college-level courses, reduced the time to degree completion, and cut
costs (Vandal, 2011).
In summary, curriculum alignment was selected as an independent variable in this
study because of its significance to students passing the COMPASS exit exam. Students
are placed into Learning Support courses based on their scores from the COMPASS
placement exam. After taking and passing the Learning Support classes, students are
expected to demonstrate mastery over the material by passing the COMPASS exit exam.
The problem that may be occurring is that the material that is being taught in the
Learning Support courses are not aligned with the material that students are expected to
know to pass the COMPASS exit exam. If it is proven that there is limited to no
curriculum alignment between the LS courses and the COMPASS exit exam, then this
may explain why the exit rate for LS is so low.
27
Higher Education Seminar (HEDS 1011)
The REDS 1011 class — Guide to College Success is a course offered by the
college that seeks to assist students’ adjustment to college, increase their understanding
of the learning process and help develop study skills that will enhance academic
performance. The course, conducted in a seminar format, is required for students who
place into two or more Learning Support courses at the lowest level. The expected
learning outcomes for the course are as follows: demonstrate effective problem-solving
and critical thinking skills, describe personal values as they relate to the purpose of
higher education, demonstrate effective goal-setting techniques, identify academic
strengths and weaknesses, describe how values, goals, and needs correlate to academic
success and personal career plans, describe how applying the principles of teaching and
learning styles enhance academic success, utilize systemic strategies for note taking,
textbook reading, listening, testing and managing time, use college resources and
services, and demonstrate involvement in college and community life (Georgia Junior
College {GJCJ, 2010). Courses like the REDS 1011 course are being offered throughout
the college and university setting all over the country with hopes that they will help in the
success and retention of students.
Derby and Smith (2004) found a positive association between taking an
orientation course and student enrollment and retention in community colleges. From the
fall semester 1999 through the spring semester 2001, Derby and Smith conducted a study
at a Midwestern community college to assess the relationship between taking an
orientation course and the following: (a) students’ success in obtaining a transferable
degree within a two-year period, (b) student drop-out, (c) student stop-out, and (c) student
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persistence. The sample of 7, 466 students consisted of 53% women, 85% Caucasian,
9% Hispanic, 3% African American, 1.1% Asian, 0.6% American Indian or Alaskan
Native and 1.2% other ethnicities. For this college, the orientation class is designed to
help students adjust to the campus environment and allow them the chance to meet other
students, faculty, and administrators. The results of the study were as follows: (a) A
greater proportion of students who took the course graduated than those students who did
not take the course, (b) A greater proportion of students who took the course did not fit
the drop-out criteria, and those students who did take the enrollment course were less
likely to drop out, (c) Students who took the course were more likely to re-enroll after
taking a break in enrollment, and students who did not take the course were less likely to
do so, and (d) Students who did not take the course were less likely to persist, and student
who did take the course persisted over time. Even though these students did not graduate
within a particular period of time, they continued to enroll in school. Derby and Smith
(2004) concluded that associations existed between taking an orientation course and
student retention, especially in regards to graduating within the traditional two-year time
period. In addition, enrollment in the orientation course may have helped in keeping
students from dropping out, assisting students in their desire to re-enroll after stopping
out, and helping students persist past the traditional two-year time period to earn a
degree.
Cornell and Mosley (2006), both employees at Paradise Valley Community
College (PVCC) reported that the First Year Experience (FYE) implemented in the year
2000 had consistently produced positive results for their students. PVCC reported that
retention from one semester to the next and to the following year was higher for FYE
29
students. Ninety percent of the FYE students were retained within a semester, and 89%
enrolled for the spring semester. They also reported that 43% of students not enrolled in
the FYE program, enrolled in classes the following fall, as compared to 85% of FYE
students.
In summary, the Higher Education Seminar was selected as an independent
variable because students who test into two or more Learning Support area are required to
take it. It is my assumption that administrators of the college see some benefit of taking
the course to Learning Support students. The researcher selected this as a variable to see
if students perceive this course as being helpful to them in passing their Learning Support
courses or preparing them to pass the COMPASS exit exam.
Learning and Tutoring Center (LTC)
Many community colleges have learning assistance centers designed to support
students’ learning in developmental and college-level courses. Learning assistance
services typically include academic tutoring, computer-assisted learning, assessment,
advising, and counseling (Stern, 2001). A primary function of learning assistance centers
is to help students develop efficient learning processes. The focus of learning assistance
centers is compatible with that of developmental or remedial education designed to
improve college-readiness (Boylan, 2002; Casazza, 1999). In fact, many developmental
education courses require tutoring as a component of the course (Boylan, 2002).
Tutoring in learning assistance centers is usually provided by professional or peer tutors
to individual students who work at their own pace (Koski & Levin, 1998). Research
shows that multiple factors far beyond a learning center’s influence or control affect the
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grades that students on or the long-term retention at any post-secondary institution (Lau,
2003). However, it is believed that students that seek additional academic services such
as tutoring do perform as well or better than students who do not seek any additional
assistance. Hendriksen, Yang, Love, and Hall (2005) conducted a research study on the
effects of tutoring at the Learning Center (LC) on student learning outcomes at a
community college located in Pennsylvania. The study consisted of both quantitative and
qualitative data to assess student outcomes. The LC offers academic support to their
students in the form of free tutoring to all full and part-time college level and
developmental students. The tutoring services are strictly voluntary as students are not
required to attend as a part of any course. They include one-on-one appointments, walk-
ins, study groups, Supplemental Instruction (SI), distance (email and telephone) tutoring,
computer-aided instruction, and learning strategies development. Hendriksen et a!.
developed the following goals of the study and reported the following outcomes:
Goal 1: To help students meet the demands of academic college-level
coursework.
Measurable outcome: Students will pass their tutored course at the
same rate as nontutored students.
Data source: grades in courses tutored, pass rates in courses, and
course completion rate.
Results: They compared the final grades (n = 1,385) that students
earned in the course(s) that they received tutoring with the final grades
(n = 6,879) earned by nontutored students enrolled in the same course.
Tutored students earned an average grade in their tutored course of 2.78
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as compared with a 2.64 for non-tutored students. Tutored students
passed their courses at a rate of 75% as compared to 71% for non-
tutored students. Eighty-eight percent of tutored students completed
their courses compared with 86% of non-tutored students.
Goal 2: To help students succeed and graduate.
Measurable outcome: Students will re-enroll at the same rate as
nontutored students.
Data source: Re-enrollment from one semester to another.
Results: From fall 2003 to spring 2004, 82% of tutored students (n =
963) re-enrolled as compared to institutional average of 70%.
Goal 3: To help students develop self-awareness, self-direction, and self-
confidence.
Measurable outcome: Students will report and demonstrate
independent application of learning strategies.
Data sources: Student self-reports/extent of student satisfaction.
Results: At the end of fall 2003, 88% of students responding to an LC
survey (n 130) reported that they believed their grade(s) improved
because of tutoring. Twelve percent were unsure. Students were asked,
“On your own, are you able to use what you learned” and if the tutor
“helped you work independently.” Ninety-four percent and 92%,
respectively, responded affirmatively. In measuring student
satisfaction, 96% of students responded that “the tutoring session was
useful to me” and 99% would recommend the LS to other students.
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The community college used in this study has a CRLA-certified Learning and
Tutoring center located on each of its five campuses. Their mission is to “enable Georgia
Perimeter College’s diverse population of students to achieve their educational, personal,
and career goals through tutoring and technology-based instruction, empowering them to
become successful, independent, lifelong learners.” The LTC provides academic support
in mathematics, reading, writing, science and more. In addition to our face-to-face
tutoring services, we provide a variety of other services and resources to accommodate
student needs. During the spring 2011, the college’s Learning and Tutoring Centers
(LTC5) conducted a Student Satisfaction Survey. The students on each campus were
administered the survey via single page pencil and paper form over a one-week period.
There were 2,705 student sign-ins over the survey period with a total of 545 survey
responses. Basing response rate on the number of sign-ins, that is a 20% response rate.
Students were asked 16 questions. Of all of the questions, only four questions were
relevant to this study. Following is a list of the questions and the results.
Question 1: How often do you use LTCs on any campus?
Results: Fifty percent of students answered that they used the LTC two or more
times per week; 195 said once per week; 14% said once per month; 5% said once per
semester; 7% said never; and 5% had no response.
Question 11: The tutorial assistance I received helped me improve my skills.
Results: Sixty-five percent strongly agreed, 24% agreed, 6% percent disagreed,
3% strongly disagreed, and 2% gave no response.
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Question 14: For which subject(s) are you requesting assistance?
Results: 266 students answered Math, 154 answered EnglisblCommunications/
Humanities, 101 answered some type of Science, 61 gave no response, 14 answered
Business, 11 answered Social Science, and 7 answered Foreign Language.
Question 15: Would you recommend the Learning and Tutoring Center to
other students?
Results: Ninety-five percent of students answered yes, 2% answered no, and 3%
gave no response.
In summary, the purpose, frequency, and helpfulness of the Learning and
Tutoring Center was selected as an independent variable because it is predicted that
students who utilize the free tutoring services offered by the LTC perform better in their
Learning Support classes and subsequently pass the COMPASS exit exam as opposed to
students who do not use the LTC.
Academic Advising
Academic advising has been selected as an independent variable for this study
because of the possible impact that academic advisors can have on the success of
Learning Support students. The college being studied requires that all Learning Support
students report to an academic advisor each semester prior to being able to register for
any courses. Academic holds are placed on their accounts which prevent the students
from being able to register until an advisor removes the hold. During this visit, the
advisors are supposed to discuss the following information: Learning Support courses
the student is required to take, allowable college-level courses a student can take while in
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Learning Support, academic standing of the student, additional academic support
available to the student if necessary, and Learning Support rules and regulations. There
are additional items that may be disused as well including scheduling. There have been
several research studies that show the relationship between academic advising and
student success. Some studies revealed both a direct and indirect relationship between
the two.
Bahr (2008) studied the phenomenon of “cooling out” and the effect academic
advising had on students’ chances of success. For his study, he looked particularly at
students who needed remedial math upon entering college. In the study, Bahr sought to
challenge a previous study that claimed that academic advisors of community colleges
were “cooling out” students who came to school unprepared for college level work.
“Cooling out” was described as a gradual disengagement of a student from his or her
professed academic goal, accomplished by encouraging the student to pursue what is
perceived by the academic advisor to be a more appropriate goal for his or her academic
level. The results of his study indicated that the cooling out process was not occurring
within the sample that he studied. More importantly, his study revealed two things.
First, academic advising had a positive and greater impact on students who taking
remedial math and English. In other words, students on remedial tracks benefited more
from advising than students not on the remedial track. Second, academic advising
appeared to be more beneficial for students who faced greater disadvantages than for
students that were under-prepared, as opposed to the ones who were better prepared
coming to college.
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Crocket (1978) referred to academic advising as the “cornerstone of student
retention.” Academic advising and student retention have been connected conceptually;
however, their direct connection has yet to be specifically documented and synthesized.
Despite the fact that the causal connection between advising and retention has yet to be
made, a strong case can be made that academic advising has a significant impact on
student retention through its positive association with the following variables: student
satisfaction with the college experience, effective educational and career planning,
student utilization of campus support services, student-faculty contact outside the
classroom, and student mentoring. In analyzing the results of interviews with over 1600
college students over a ten-year period, Light (2001) concluded that:
Good advising may be the single most underestimated characteristic of a
successful college experience. During more than 10 years of research, I visited
more than 90 colleges. Some are highly selective. Some are close to open
admissions. Most are in between. They include private and public colleges, large
and small, state universities, and junior colleges. Of all the challenges that both
faculty and students choose to mention, good advising ranks number one.
(pp. 81, 84-85).
Metzner (1989) conducted a longitudinal study of freshman-to-sophomore
retention rates of students enrolled at a public university. The study involved a large
number of first-year students including the following variables: students’ academic
preparedness, employment status while in college, college grades, and college
satisfaction. The results of the study revealed that students who perceived advising to be
“good quality” withdrew from the university at a rate that was 25% lower than students
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who reported receiving poor advising and 40% lower than that of students who received
no advising. Additional data revealed that high-quality advising had a statistically
significant, indirect effect on student persistence, which was mediated by its positive
association with students’ level of college satisfaction and its negative association with
students’ intent to leave the university. Levitz and Noel (1989) discovered that first-year
students who can name a college-affiliated person to whom they can turn with a personal
problem are more than twice more likely to return to that college the following year than
students who cannot. Moreover, it may reasonable to predict that high-quality advising
will have a positive impact on the retention of withdrawal-prone students in particular.
Academic advising may be the school’s only service that ensures that students have a
personal, one-on-one contact with a university employee. Beal and Noel (1980) reported
the results of a national survey of 944 colleges and universities, college administrators
identified “inadequate academic advising” as the number-one characteristic linked to
student attrition on their campuses; the same administrators reported that “improvement
of academic advising services” was the most common retention strategy adopted by their
institutions. In a review of additional national survey data, Cartensen and Silberhorn
(1979) found that college and universities that make improvements to their academic
advising programs see substantial increases in their student retention rates.
In summary, academic advisors have a great deal of access to and influence over
Learning Support students. Many LS students depend on the academic advisor develop a
class schedule that will give them the greatest chance of success. The advisor also has
the power to serve as a motivational force that the Learning Support students need to
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succeed and persist to graduation. This study examines whether there is a significant
relationship between academic advising and the success of Learning Support students.
Instructional Delivery
Teaching and learning are on the opposite sides of a coin. Students learn and
process information in different ways. Some students learn by seeing and hearing,
reflecting and acting, reasoning logically and intuitively, and also by analyzing and
visualizing. Teaching methods also vary. Some instructors lecture; others demonstrate
or lead students to self-discovery; some focus on principles and others on applications;
some emphasize memory and others understanding. There has been much debate within
the higher education community on how teaching or teaching effectiveness should be
defined (Braskamp & Ory, 1994). However, the simplest measure of effective teaching is
the amount of student learning that occurs. For years, colleges and universities have used
student evaluations of their instructors to assess whether or not the students feel their
instructors were effective. Research indicates that students are the best sources to report
whether or not their learning experience was productive, informative, satisfying, or
worthwhile. While students’ opinions on these matters are not direct measures of
instructor or course effectiveness, they are legitimate indicators of student satisfaction.
There is a substantial amount of research linking student satisfaction to effective teaching
(Theall & Franklin, 2001). There are high correlations between students’ ratings of the
“amount learned” in the course and their overall ratings of the teacher and the course.
Those who learned more gave their teachers higher ratings (Cohen, 1981; Theall &
Franklin, 2001).
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When students evaluate their college professors, they likely compare what they
feel are “typical” professors with some concept of an “ideal” professor. Epting, Zinn,
Buskist, and Buskist (2004) designed a 40-item, multiple-choice survey that asked
students to specify the actions of professors in three categories: personal characteristics,
course design and policies, and classroom behaviors. They administered the survey to
119 undergraduates. Eighty-five percent of who were juniors and seniors because by that
time they have had more experiences on which to base their responses. Their findings
were as follows:
• Personal characteristics did not separate ideal professors from typical ones.
• Forty-three percent of the students indicated that ideal teachers talked
informally with students sometimes; only 15% of their typical teachers did
this.
• As for teaching methods, 78% of the ideal teachers lectured; 93% of the
typical teachers did, as compared with 58% of the ideal teachers who included
student-teacher discussions and 64% of the typical teachers who did not.
• Ninety-seven percent of the ideal teachers use humor often as opposed to 75%
of the typical teachers only used it occasionally.
• Sixty-eight percent of the ideal teachers solicit anonymous, written, informal
feedback on the teaching and the course; only 17% of typical teachers do.
• Seventy-two percent of the ideal teachers do this two or more times per term;
30% of the typical teachers never do.
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In sum, the researchers found that: “Overall, our research suggests that Ideal professors
are highly accessible to students, allow student input into the course policies and
procedures provide for significant variety in the course and provide a comfortable
learning atmosphere for students” (p. 182).
The amount of student learning that takes place in a classroom depends on several
factors. Perhaps, one of the most important factors is the instructional delivery method
the instructors choose to use for the course they are teaching. Sajjad (n.d.) conducted a
study at the University of Karachi that examined effective teaching methods for college-
level students. Two hundred and twenty two undergraduate students from eleven
departments were interviewed about their perceptions of effective teaching methods and
their reasons. The results found that the majority of the students rated the lecture method
as the best method. The reason for liking the lecture best was because the professor
provides all the knowledge related to the topic while the students are able to attentively
listen and take notes. The group discussion was rated as the second best method of
teaching because of students are allowed to participate more, the learning is more
effective, students do not have to rely on rote learning, and this method helps to develop
creativity among students. In his book, What the Best College Teachers Do, KenBain
(2004) created a list of things that college professors do who embrace learner-centered
instruction:
• Touch the lives of their students.
• Place a strong emphasis on student learning and outcomes through varied
forms of assessment;
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• Know their subject material extremely well and are active and accomplished
scholars;
• Value critical thinking, problem solving, and creativity;
• Value teaching and consider it as demanding as their research and scholarship;
• Seek to create a critical learning environment and aspire to challenge students
to confront important problems;
• Possess a strong trust in students and believe that students want to learn;
• Collect feedback on teaching, readily assess outcomes, and make appropriate
changes;
• Work to create a safe learning environment which allows students to try, fail,
and try again;
• Have a great faith in student ability and offer students ownership of class
objectives.
Perhaps the ultimate conclusion of Bain’s study is that learner-centered teachers view
teaching as beginning with the student and appreciate the individual value of each
student.
For students placed in to Learning Support classes, the method of instructional
delivery the instructors choose to use can have an effect on student success. Many
students have different learning styles. A person’s learning style does not change once
they leave secondary education and enter postsecondary education. Learning styles
typically stay with a person for a lifetime. College instructors would be remiss if they
miss an opportunity to teach towards a variety of different learning styles via a plethora
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of different teaching styles. If an instructor has only one way of delivering a lesson, then
chances are he or she will have students in class that will not learn as much as other
students in the class who thrive under that one particular method of instructional delivery.
Moreover, instructional delivery was selected as an independent variable to evaluate
whether there is a relationship between the success of Learning Support students and the
instructional delivery of the Learning Support instructors.
Academic Self-Efficacy
Academic self-efficacy refers to a student’s perception about his or her ability to
successfully attain educational goals (Bandura, 1977). Academic self-efficacy is
important because it has been linked to issues such as academic major selection (Betz &
Hackett, 1983), academic major persistence (Lent, Brown, & Larkin, 1984), academic
motivation (Bandura, 1977), and academic grades (Elias & Loomis, 2000; Lent, Brown,
& Larkin, 1986). Academic self-efficacy has also been found to be a significant predictor
of academic performance (Elias & Loomis, 2004). In fact, efficacy beliefs are thought to
be so important to academics that Bandura stated, “Perceived self-efficacy is a better
predictor of intellectual performance than skills alone” (p. 216).
Self-efficacy beliefs affect the ways in which we think, feel, persist, and perform
(Bandura, 1997). Some sources of these beliefs are verbal persuasion, vicarious
experiences, and mastery experiences. The most influential of these sources are mastery
experiences because they provide a person with real-life proof that he or she has what it
takes to succeed (Bandura, 1997). For example, students’ prior performance offers a
reliable guide for assessing self-efficacy beliefs (Schunk & Ertmer, 2000). When a
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student’s prior performance has been successful, that student’s efficacy beliefs are higher,
but when his or her efforts have been unsuccessful, efficacy is lower (Zimmerman &
Ringle, 1981). Bandura (1992) noted that when individuals are faced with complex
unfamiliar environments, they depend heavily on past performance in order to judge their
efficacy. For example, Wood and Bandura (1989) reported that when completing new
tasks, one’s performance is greatly impacted by past performance (13 = .57). However, as
a task becomes more familiar, performance is impacted less by past performance (f3 =
.37) and more by self-efficacy (13 = .55; 13 = .79, prior to controlling for analytic
strategies). As a task becomes more familiar, individuals will form self-perceptions as to
their efficacy that drives their performance more so than other non-self-related
perceptions (Bandura, 1992).
Because college students generally have had 12 years of academic experience
prior to starting college, it is believed that there will be a high level of task familiarity
with the academic requirements of college. Based on this, it is held that while prior
academic performance is important to academic success, given the issue of task
familiarity, academic self-efficacy beliefs are more important to such success. Elias and
MacDonald (2007) examined the ability of prior academic performance, proxy efficacy
and academic self-efficacy to examine how they relate to and predict college
performance. A sample size of 202 students (87 men, 115 women), enrolled in an
introductory, college Psychology course, completed the Academic Self-Efficacy scale
(Elias & Loomis, 2000), a version of the Teacher Collective Efficacy scale (Goddard,
2001), and a demographic questionnaire. At the time the data was collected, the students
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had a mean high school GPA of 3.36 and a mean college GPA of 2.89. They
hypothesized the following.
Based on Zimmerman and Ringle (1981), when student& prior performance has
been successful, their subsequent efficacy beliefs are higher. However, when students
have performed poorly in the past, their efficacy beliefs will be lower in the future. Elias
and MacDonald developed Hypothesis #1. Prior performance (high school GPA) will
serve as a predictor ofcurrent academic self-efficacy beliefs. Wood and Bandura (1989)
found that when an individual performs familiar tasks, past performance as well as self-
efficacy beliefs impact current performance. Elias and MacDonald (2007) developed
Hypothesis #2. Prior peiformance (high school GPA) will accountfor a signflcant
amount ofvariance in college performance. Research has indicated that self-efficacy
beliefs contribute to an individual’s future performance, independent of his or her past
performance (Bandura, 1997); and that as a task becomes more familiar, self-efficacy
beliefs are more important to success than is prior performance (Wood & Bandura,1 989).
Using hierarchical regression analysis, Elias and MacDonald developed Hypothesis #3.
Academic self-efficacy beliefs will not only explain a signflcant amount ofvariance in
college performance beyond that ofpastpeiformance, but will also accountfor a greater
amount ofvariance in performance than does past performance.
The study revealed the following: Given that mastery experiences are the most
important source of efficacy (Bandura, 1997), it was correctly hypothesized (Hypothesis
1) that past performance (high school GPA) would be predictive of academic self
efficacy beliefs. Support was obtained for Hypothesis 2, which indicated that past
performance (high school GPA) would serve as a significant predictor of college
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performance. However, Bandura (1997) reported that efficacy beliefs contribute to an
individual’s performance, independent of past performance, and Wood and Bandura
(1989) reported that as a task becomes more familiar, past performance is less important
to performance than are efficacy beliefs. One way they tested these statements, as well as
Hypothesis 3, was to determine whether academic self-efficacy beliefs not only
accounted for a significant amount of variance in college GPA, beyond the variance
accounted for by past performance, but also whether efficacy beliefs accounted for a
larger amount of variance in college GPA than did prior performance. Hierarchical
regression analysis was completed, which supported these contentions and Hypothesis 3.
The academic self-efficacy of Learning Support students will be particularly
important to the success of Learning Support students for several reasons. The extra
number of classes that they are required to take before they can start working towards
their degree increases the time to graduation. This adds an extra financial burden on
these students as well as some additional frustration especially because the classes do not
count towards their degree. Then, when you factor in that some Learning Support
students have to repeat these classes either due to failing them or the COMPASS exit
exam, the thought of giving up becomes much more tempting. Academic self-efficacy
comes into play when students feel confident enough in their academic abilities to persist
towards their academic goals no matter what obstacles they may face. However, when
students have a low academic self-efficacy, they may more prone to drop out if they are
not able to successfully exit Learning Support on their first try. For these reasons, this
study will review the academic self-efficacy of the Learning Support students to see if
there is a relationship between it and their success.
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Number of Learning Support Areas/Courses
Students that are required to take remedial courses in college are less likely to get
a degree than students who are not. Even more disturbing are the statistics for students
who are required to take more than one remedial course in more than one subject area.
For example, 57% of students from the high school class of 1992 who enrolled in college
and took no remedial education courses earned a bachelor’s degree within eight years. In
comparison, of the students who enrolled in one or two remedial courses, only 29%
graduated with a bachelor’s degree in eight years; and, only 19% of students who took
three or more remedial courses received a bachelor’s in eight years (Strong American











Percent of students who take Percent of students who take Percent of students who take
no remedial classes and one or more remedial classes four remedial courses and
graduate within 8 years. and graduate within 8 years. graduate in 8 years.
Figure 1. Remedial Classes Taken by Students during an Eight-Year Period
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Degrees of Remediation
Students who take more remedial classes are less likely to obtain a college degree.
While more students are testing in to remedial math, students testing into remedial
reading are much less likely to get a college degree. Some researchers refer to college
remedial reading as the educational kiss of death because if students have a hard time
reading and comprehending, they are going to have a hard time getting through college.
Adelman (2004) found that of the students who took remedial reading, more than two
thirds were in three or more other remedial courses, and only 12% went on to earn a
bachelor’s degree. Table 10 shows that the more remedial courses taken, the lower the
degree completion rates (Adelman, 2004).
Table 10
Highest Degree Earned by 1982 and 1992 12th Graders Who Entered Postsecondaiy
Education by Type and Amount ofPostsecondary Remedial Coursework
Percent of Students’ Highest Degree Earned
No Associate’s Bachelor’s
Degree Certificate Degree Degree
Total class of 1982 43.1 7.9 9.1 39.9
Total class of 1992 42.8 5.0 8.1 44.1
Remedial Reading
Class of 1982 57.3 4.6 13.5 24.6




Percent of Students’ Highest Degree Earned
No Associate’s Bachelor’s
Degree Certificate Degree Degree
Remedial Math (only 1-2 courses)
Classof 1982 49.1 4.5 9.8 36.5
Class of 1992 58.2 4.3 10.3 27.2
More than one other remedial course
Class of 1982 46.9 10.0 17.0 26.1
Class of 1992 59.3 8.0 12.9 19.7
One other remedial course
Classof 1982 38.4 9.4 10.0 42.1
Class of 1992 43.3 7.4 10.0 39.3
No remedial courses
Class of 1982 37.8 8.6 5.1 48.6
Classof 1992 31.2 3.9 6.6 58.3
Student Status
It is important to recognize nontraditional students in higher education because it
promotes an awareness of issues particularly relevant to community college students. For
the purpose of this study, nontraditional students are students who graduated from high
school more than two years prior to this study. Research on nontraditional students seeks
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to understand how institutions can better address the needs of this population, commonly
viewed as a group that has the responsibility of balancing school, work, and home.
Nontraditional students are frequently defined by age, usually including students
25 years old or older (Ely, 1997; Sundberg, 1997). However, this definition has its
limitations because students who are identified as being 25 or older do not represent a
homogeneous group with singular attendance patterns, reasons for attending college,
resources, and/or challenges (Hughes, 1983). At four-year institutions, this population is
often compared to traditional students who are defined as students who attend college
directly after completing high school, who are 18 to 22 years old, full-time students, and
living on campus. Differences between traditional and nontraditional students can be
related to factors other than age. Rendon (1994, 2000) redefined the word nontraditional
to include more than a student’s age. In her discussion of nontraditional students in
community colleges, she included background characteristics such as income,
generational status, and employment status which account for the competing demands of
work, school, and family that nontraditional students often face. The National Center for
Educational Statistics (NCES) identified seven additional factors other than age: (a) not
enrolling within the same year as completion of high school, (b) attending part-time, (c)
being financially independent of parents, (d) working full-time, (e) having dependents
other than a spouse, (f) being a single parent, and (g)not having a high school diploma.
Three-fourths of students in community colleges can be identified as having at least one
of the listed factors. Comparing students enrolled in community colleges and four-year
public institutions show that 25.7% of students in community colleges are considered
traditional students having no factors as compared to 69.6% of students in public four-
49
year institutions. Conversely, in terms of nontraditional student populations, between
22.3% (having one factor) and 23.9% (having four or more factors) of students are
nontraditional students in community colleges. This is compared to between 18.1%
(having one factor) and 4.6% (having four or more factors) in public four-year
institutions (NCES, 1998). Pascarella and Terenzini (1998) stated that community
colleges consist of “disproportionate numbers of nonresident, part-time, older, non-white,
and working class students” (p. 155). In fact, 46% of first-time entrants to community
colleges enroll part-time compared to 11% of first-time students attending public four-
year institutions. Thirty-five percent of first-time entrants to community colleges work
full-time compared toll% in public four-year institutions (NCES, 1998).
It is important for community colleges to address the needs of nontraditional
students especially since the majority of their student population may fall under this
category. For the community college in this study, all students, no matter when they
graduated from high school are required to take the COMPASS placement exam to
evaluate their skill levels in math, reading, and English. For a student who did not
recently graduate from high school, this rule has a greater chance of placing them into
Learning Support classes. This is especially true in regards to nontraditional students and
math which relies heavily on remembering concepts, formulas, rules, and things like
order of operations. Unless a person uses algebra, geometry and trigonometry in their
everyday lives, it is quite easy to forget the things you learned in school years ago. For
nontraditional students that get placed into Learning Support math, it may feel like
learning the material all over again, as compared to a traditional student who might
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consider the LS course as a review of something they just recently learned, putting them
at an advantage over the nontraditional students.
Some research shows nontraditional students have the advantage over the
traditional students. One study highlighted the differences in the learning styles of
traditional and nontraditional students. Sheehan, McMenamin, and McDevitt (1992)
found that younger students were more dependent, relying more on the instructor to
indicate what should be learned and how, while adult students were more intrinsically
motivated, self-directed, willing to seek assistance from classmates, and saw themselves
as contributing members of the learning process. Grimes (1995) found older students had
stronger and more goal-oriented study strategies than younger students. Given the
literature with traditional students showing that academic self-efficacy, intrinsic
motivation, and self-regulation predict academic success, it is not surprising that Healy,
Mitchell, and Mourton (1987) and Sheehan et al. (1992) reported nontraditional students
earned higher grades than traditional students.
In summary, this study sought to find whether there is a significant relationship
between student status (traditional or nontraditional) and the success of Learning Support
students. Exiting Learning support is providing students with enough of a challenge
without adding the added responsibilities that many nontraditional students face.
Employment Status
Student employment has been an area of interest for college administrators for
some time now. Public demand and legislative expectations for accountability have
made it critical that college administrators and researchers pay attention to the potential
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impact of student employment on the results they hope to produce. ‘The more time a
student devotes to employment, the less he or she has for either academic or social
activities” (Fjortoft. 1995. p. 3). The effects of employment on the academic success of
college students have become even more important as a result of the employment rate of
college students increasing from 45% to 56% from 1959 to 1986 (Stern & Nakata, 1991).
Nationwide, the first-year students who plan to work during college has been around 50%
in recent years. Even in the highly selective private colleges and universities, 39.5% of
new students report that they plan to work to help pay for college (Sax, Lindholm, Astin,
Korn. & Mahoney, 2001). Current research on working college students has focused on
outcomes. comparing working and nonworking students on variables such as grade point
average, persistence and graduation rates. The effects that working has on the academic
success of college students has been mixed. Some researchers find that moderate
amounts of work are beneficial; some found it hurtful; others found that working had no
effect on academic success at all. Hood, Craig, and Ferguson (1992) found that a
moderate amount of nonacadernic work is helpful to academic achievement when
compared to heavy or no employment. A study of 408 first-year pharmacy students at
three different institutions found that working and nonworking students performed
equally as well and employment while in college did not appear to affect their levels of
academic achievement (Fjortoft, 1995). Light (2001), after interviewing a large number
of undergraduate students over a 10-year period, concluded that there was no significant
relationship between paid work and grades: “Students who work a lot, a little, or not at all
show similar patterns of grades” (p. 27).
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In an effort to understand the impact of work on college outcomes, researchers
have sought to determine the association between the benefit of work and factors such as
the length of time and locale of employment. Research by Furr and Elling (2000)
demonstrated the negative effect of employment on the academic progress of students
who work 30 hours or more. Research findings by Horn and Maw (1994) were consistent
with this in that enrolled students who work between 1—15 hours per week were more
likely to have GPA’s of 3.5 or higher than those who worked longer hours. Pascarella,
Bohr, Nora, Desler, and Zusman (1994) found that off-campus employment had no effect
on the cognitive development of first-year students, even though work responsibilities
subtracted from the total number of hours students were able to study per day.
Conversely the same study found that on-campus employment of more than 10 hours had
a negative effect on reading comprehension. Researchers seem to agree that, on-campus
employment tends to promote student involvement with the faculty and their peers which
helps to enhance their integration into college life (Pascarella et al., 1994), while off-
campus employment removes students from campus, and thus negatively influences their
affective development (Astin, Sax, Korn, & Mahoney, 1996; Lundberg, 2004). Curtis
and Nimmer (1991) stated that:
Jobs provide discipline and structure, along with extra income, to the lives of
newly independent college freshmen and may even provide a positive influence
on study habits, by forcing students to more carefully budget their free time.
(p. 24)
In summary, employment status was chosen as an independent variable because
of its possible effect on the success of Learning Support students. Learning Support
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students are starting college off at a disadvantage because they are being required to take
courses that will not count towards their degree. In addition, students are still required to
pay for these courses. Students must pass the LS course(s) and the COMPASS exit exam
in order to start their college-level courses. Moreover, it is important for students to
successfully exit Learning Support on their first attempt. Depending on the number of
hours a student works as a condition of his or her employment determines the amount of
free time a he or she is able to devote to studying. Students were asked their employment
status on the survey to see if there is a significant relationship between employment status
their success in Learning Support.
Caregiver/Enroilment Status
College students may face a variety of different challenges as they pursue their
college education. Unfortunately, for undergraduate students who are also parents, and
particularly single mothers, the path towards a college degree is a little more difficult.
When you factor in taking remedial classes, the path to completion is extended even
further. There are approximately 3.9 million student parents enrolled as undergraduates
(making up close to 25% of undergraduate students) enrolled in colleges and universities
across the United States (Garcia, 2011). Considering the large percentage of college
students that fall in the demographic of caregivers, many postsecondary institutions
struggle to accommodate these students as they pursue their degree. Perhaps these
institutions are ill-prepared to meet the needs of these students because this particular
student population is so diverse. In fact, this student population can be broken down into
several different categories: single or married women with children, single or married
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men with children, working full-time and enrolled in school part-time, or working part-
time and enrolled in school full-time. In addition, there may students who are taking care
of their elderly parents. Any combination of these characteristics may pose a serious
challenge to a student obtaining a college degree.
Despite the fact that more single students with children are attending college, their
attendance rates, completion rates, and financial circumstances are quite different from
those of students without children and from married students with children causing them
to complete four-year degrees at rates far lower than other college students, on average
(Horn & Premo, 2009). One reason for these lower rates of completion is because it can
take longer for these students to finish degrees due to enrolling in school part-time
(Atewell & Lavin, 2007). Part-time enrollment extends time to degree which may
eventually cause them to give up prior to completion. Another reason may be because
they tend to enroll without sufficient academic preparation. Eighteen percent begin
college with a General Educational Development (GED) credential as compared to 6% of
all other students (Murnane, Willett, & Boudett, 1997). Only 5% have taken an
Advanced Placement (AP) course prior to college (compared with 20% of other
students), and 45% score less than 700 on the SAT (compared with 18% of other
students). Moreover, they are much more likely to need some form of remedial courses
at the start of their college experience (Goidrick-Rab & Sorenson, 2010). Based on their
weak academic preparation and lack of financial resources, single parents often choose a
community college, where they make up over 15% of the student body. At public four
year institutions, they make up only 6.4% of undergraduates (Horn & Premo, 2009).
Being single with children and attending college poses distinct economic disadvantages.
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Fifty-nine percent of single parents attending college earn less than $10,000 a year, with
38% earning less than $5,000 per year. They, therefore, overwhelmingly attend colleges
and universities where tuition and fees are cheapest.
Some additional statistics on this diverse student population follows:
• Among all undergraduates, the share of single parents nearly doubled over the
past 20 years (from 7% to just over 13%) (Horn & Premo, 2009).
• About 50% of married student parents and over 40% of single student parents
spend 40 or more hours per week working, and parents must also devote a
significant portion of their time to care-giving (Garcia, 2011).
• Sixty-eight percent of married parents and 56% of single parents spend 30
hours or more per week on child care (Garcia, 2011).
• Some students with children spend 70 hours per week or more on their jobs
and caretaking duties making going to class and studying even more of a
challenge (Garcia, 2011).
• Of the students with children in the 1996-2001 cohort who always went full-
time, 38% received a certificate, 12.9% received an associate’s degree and
5.1% received a bachelor’s degree. Of the students with children in the same
cohort who always went part-time or mixed, 21.8% received a certificate,
8.3% received an associate’s degree and 3.2% received a bachelor’s degree.
Of the students with children in the 2004-2009 cohort who always went full
time, 27.6% received a certificate, 8.1% received an associate’s degree, and
5.2% received a bachelor’s degree. Of the students with children in that same
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cohort that went part-time or mixed, 14.6% received a certificate, 9.6%
received an associate’s degree, and 3.2% received a bachelor’s degree (Horn
& Skomsvold, 201 1).
In summary, although a large number of single parents enroll in college, they often run
into various challenges and fail to complete degrees. Often they must delay their initial
enrollment or postpone their studies, both of which decisions decrease their chances to
complete their degrees. Mothers are more likely to enroll in community college, partly
because they struggled academically in high school and partly because they can not
afford a four-year college. And while they are attending school, they spend long hours at
work, in some cases sacrificing their ability to take full advantage of available financial
aid. Though, in one sense these students can be considered successful for having even
made it to college, the chances of them being successful enough to complete college is
not as promising.
Generational Status
Research studies show that first-generation college students (FGS) are those
whose parents never attended any type of post-secondary institution (Hahs-Vaughn,
2004; Inman & Mayes, 1999; Shields, 2002). Billson and Terry (1982) defined first
generation college students as those whose parents did not attend college, whereas second
generation students have at least one parent who graduated from a four-year university.
FGS often began their higher education at a community college (Chen, 2005). Studies
have revealed that FGS tend to have different educational experiences from second
generation college students. For example, FGS attending community colleges work more
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hours, study less, have lower grades and complete fewer college credit hours than do
other students (Chen, 2005; Pascarella, Wolniak, Pierson, & Terenzini, 2003; Terenzini,
Springer, Yaeger, Pascarella, & Nora, 1996). Lohfink and Paulson (2005) found that
race, gender, and income were related to less persistence in enrollment between the first
and second year of school among FGS attending four-year schools. In addition, age is
another characteristic related to attrition because FGS experience more difficulty in their
first year while navigating their transition from high school to college (Terenzini et al.,
1996). Socio-demographic status might account for why only one fourth of FGS attain a
bachelor’s degree in comparison to two thirds of students whose parents graduated from
college (Chen, 2005). Bui (2002) and Riehi (1994) have indicated that first-generation
college students often face more challenges than their second-generation counterparts.
FGS experience difficulties before and during their college years that make them
vulnerable to lower academic performance (Bui, 2002) and face more problems as they
adjust and transition to college (Terenzini, Springer, Yeager, Pascarella, & Nora, 1996).
Bui found that a significant number of FGS encountered challenges as a result of being
predominantly from a lower socioeconomic background, coming from an
underrepresented ethnic group, and speaking a language other than English in the home
(Bui, 2002). Fallon (1997), York-Anderson and Bowman (1991), and Zalaquett (1999)
all noted that there was less family support of first-generation students’ desire to attend
college. Fallon hypothesized that parents who did not attend college were often unable to
provide their children with the guidance needed in the college admissions process.
Similarly, Warburton, Bugarin, and Nunez (2001) reported that first-generation college
students thought of themselves as less prepared, lacked basic knowledge about college,
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and worried more about financial matters (Bui, 2002; Fallon, 1997) compared with
second-generation college students.
Self-efficacy is a thought process that involves a persons confidence or belief in
his or her ability to effectively engage in behaviors to reach desired goals (Bandura,
1997). Results from research studies that have examined the relationship between self-
efficacy and educational outcomes among students in college have implications for
understanding this cognitive resource among first-generation college students (FG)
attending community colleges. Chemers, Hu, and Garcia (2001) found that academic
self-efficacy was a powerful predictor of expectations and performance among a sample
of first year students attending college. Gore (2006) found that academic self-efficacy
was a significant predictor of grade point average and retention among a large sample of
Midwestern university students. In addition, Majer (2009) conducted a longitudinal
analysis of self-=efficacy for education and socio-demographic characteristics among
ethnically diverse first-generation college students attending an urban community
college. He found that baseline rates of self-efficacy for education and first-generation
immigrant status significantly predicted increased grade point average after a one year
follow-up. These results suggest that self-efficacy for education is a major cognitive
resource among ethnically diverse FGS attending community colleges, whose immigrant
generation status might have an impact on their educational success.
Generational Status was selected as an independent variable for several reasons.
First, it is believed that students who are first generation college students have a unique
disadvantage when it comes to college. Several studies have compared the success of
first generation college students versus second generation college students. In summary,
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research has revealed that first generation college students face more challenges when it
comes to college success. Unless these students have a sibling in the home that is
enrolled in college or that has graduated from college, there is no role model or guide to
show them how to navigate through the college process. In addition, these students
typically work more hours, study less, have lower grades, lower self-efficacy, and have
lower high school grade point averages to name a few. It is predicted that Learning
Support students who are first generation college students will face twice the challenge in
successfully exiting Learning Support as second generation Learning Support students.
High School Grade Point Average (HSGPA)
For years, postsecondary institution administrators have been using students’ high
school grade point average and college entrance exam scores such as the Scholastic
Achievement Test (SAT) and the American College Testing (ACT) as predictors of
college success. Probably the most common indicator used to predict college
performance is high school grade point average (HSGPA). Numerous studies have
indicated that HSGPA may in fact be the best predictor of performance (Aleamoni &
Oboler 1978; Willingham 1985; Linn 1990; Monw & Khanna 1993). Myers and Pyles
(1992) found that the use of ACT scores alone were not a good predictor of college
success, especially for minority students. They conducted a study assessing the value of
using both the ACT composite score and HSGPA as predictors of students’ success in
college, as measured by the GPA at the end of the students’ first semester in college.
Data were collected from 420 first-time entering freshmen at a medium-sized public
university in Mississippi whose student body was 60% female and 23% minority. The
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sample included 326 Caucasian and 89 African-America students. The data included
high school grades, ACT scores, four required college course grades, and freshman year
GPAs. A regression analysis was performed using freshman year GPA as the dependent
variable, with HSGPA and ACT composite score as independent variables. Data analysis
of correlations with Fall GPA revealed that Caucasian and African-American students
showed relatively the same correlation coefficient of high school grades with Fall GPA
(0.36 and 0.37). However, the ACT composite score was more highly correlated with
Fall GPA (0.53) for Caucasian students and (0.26) for African-American students.
Another study conducted by Beecher and Fischer (1999) investigated different types of
high school coursework, and their relationship to academic aptitude and college success.
Four hundred and nine freshmen students at Utah Valley State College (UVSC)
participated in a study beginning with their first semester in the fall of 1995. The
following variables were examined: number of academic course credits, aesthetic course
credits, practical course credits, high school grade point average, ACT score, and gender.
College success was measured by college grade point average (UVSC GPA) and the
completion of 24 semester credit hours in the first year of enrollment. Results indicated
that only HSGPA and ACT score were effective predictors of the two measures of
college success.
Researchers have developed ways to improve the ability to predict college
performance from high school performance by modifying what is actually used to
compile HSGPA. For example, a study by Young and Barrett (1992) calculated grade
point average using only academic courses, with extra weight given to advanced courses.
This modified grade point average improved the correlation of cumulative college GPA
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and high school GPA from .41 for the total high school GPA to .52 for the modified
GPA.
High School Grade Point Average was selected as an independent variable
because one may assume that a student who performed well academically in high school
would perform well academically in college.
Summary
The findings of the literature review indicate a further need to investigate the
factors that influence the success of Learning Support students. The researcher proposed
that several factors such as the Curriculum Alignment of Learning Support Courses with
the COMPASS exit exam, Higher Education Seminar (REDS 1011), Learning and
Tutoring Center, Instructional Delivery, Academic Advising, Academic Self-Efficacy,
Number of Learning Support Areas, Number of Learning Support Courses, Student
Status, Enrollment Status, Caregiver Status, Generational Status, and High School Grade
Point Average impact whether or not a student successfully exits Learning Support.
Based on Vroom’s Expectancy Theory (1964), students may expect that the Learning
Support courses will prepare them to take the COMPASS exit exam and pass it. Students
may also expect that by passing the Learning Support courses that they will pass the
COMPASS exit exam; however, the research conducted in this study may prove
otherwise. Students who are placed into Learning Support must have a high self-efficacy





The purpose of this quantitative study is to examine possible causal factors that
influence the success of Learning Support students, as measured by their LS end of
course grades and their subsequent COMPASS exit exam scores. In essence, the purpose
is to test the hypothesis that the following variables do affect the success of LS students:
Curriculum Alignment of Learning Support Courses with the COMPASS exit exam,
Higher Education Seminar (HEDS 1011), Learning and Tutoring Center, Instructional
Delivery, Academic Advising, Academic Self-Efficacy, Number of Learning Support
Areas, Number of Learning Support Courses, Student Status, Enrollment Status,
Caregiver Status, Generational Status, and High School Grade Point Average.
Permission for the selected school was sought by the researcher to review the selected
variables and data that were taken with permission as an employee of the college. To
assure anonymity, the college’s instructors’ and students’ names were not mentioned.
Instructors were not identified and the data were analyzed only in aggregate. Instructors
and students were informed that they could withdraw at any time. As a result of the
study, the researcher was able to identify strategies that might impact positively the pass




Learning Support courses are designed to build up students’ skills in areas where
they are weak in order to increase their chances of being successful in their college-level
courses. The problem in this college is that a large number of the LS students are not
passing their LS courses, not passing the COMPASS exit exam, and not matriculating to
their college-level courses. It is proposed that there is a positive relationship between
students’ pass rates in their LS courses and the subsequent COMPASS exit exam and the
following variables: curriculum alignment of the LS courses, instructional deliver of the
LS instructors, HEDS loll course, purpose, frequency, and helpfulness of the Learning
and Tutoring Center, academic advising, students’ academic self-efficacy, the number of
LS areas, and the number of LS courses they are required to take. The relationship
between these variables is based on the three well-known theories of student success and
motivation, specifically Bandura’s (1977) Theory of Self-Efficacy, Vroom’s (1964)
Expectancy Theory, and Tinto’s (1993) Theory of Student Departure.
Bandura (1986, 1994, 1997) developed a theory of self-efficacy which is defined
as peoples’ beliefs about their capabilities to produce desired effects. Bandura (1994)
believes people are more likely to engage in activities in which they perceive themselves
to be competent. Self-efficacy beliefs determine how people think, feel, act, and
motivate themselves. His theory provides important implications for educational leaders
in regards to student motivation. In reference to students, this means they are more likely
to attempt, persist, and succeed at tasks in which they have a sense of self-efficacy. A
strong sense of self-efficacy enhances student accomplishment. Students with strong
beliefs in their capabilities approach difficult tasks as challenges that can be achieve as
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opposed to threats that should be avoided. Self-efficacious students set challenging goals
for themselves and maintain a strong commitment to persist. These students heighten and
sustain their efforts in the face of failure and quickly recover if failure should occur.
They view failure as a result of lack of effort, preparation or knowledge and skills that
can be attained. Students with a high sense of self-efficacy are more likely to succeed
than students without it. In contrast, students with low self-efficacy shy away from
difficult tasks and typically view them as threats. These students have low aspirations
and weak commitments to the goals they set for themselves. When faced with difficult
tasks, they dwell on their personal deficiencies, on obstacles they may face, and all other
possible adverse outcomes rather than focus on how to perform the tasks successfully.
These students typically slacken their efforts and give up in the face of difficulties and
are slow in their recovery from setbacks or failure. They view failure as a result of
deficient aptitude which causes them to lose even more faith in their capabilities. When
students fail, this may be because they lack the skills necessary to be successful; they
possess the necessary skills but lack the self-efficacy; or, they lack both the necessary
skills and self-efficacy. From an administrative standpoint, we need to assess where the
students are when they enroll in regards to their skill level as well as their self-efficacy
level (Bandura, 1994). Belief in oneself plays a key role in self-motivation. Most self
motivation is generated cognitively. People form beliefs about what they can do; they
anticipate likely outcomes of their actions; and they set goals and plans of actions
designed to help them achieve their desired outcome. One particular form of cognitive
motivation is called the expectancy-value theory. In this theory, motivation is determined
by the expectation that a given course of action or behavior will produce certain
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outcomes and the value of those outcomes. The motivating influence of outcome
expectancies is partly governed by self-belief and self-efficacy (Bandura, 1994).
The second theory of which the hypothesis of this study will be developed is
based upon is Vroom’ s (1964) Expectancy Theory. This theory assumes that people are
motivated to behave in certain ways if they believe that doing so will provide them with
rewards they seek and value. The Expectancy Theory is based upon three concepts
which include valence, expectancy, and force. Valence is described as a person’s
preference for one outcome or the other. The valence of an outcome is directly related to
its value for the person seeking to achieve it. An outcome is positively valiant if the
person prefers achieving it over not achieving it. It is said to be negatively valiant if the
person prefers not achieving it; and, when the person could care less, so to speak, about
whether they achieve it or not, the valence is set at a value of zero.
For example, if a person feels that if he or she successfully completes a task that
he or she will be promoted, then he or she will attach a positive valence to completing the
task and be motivated to do so by the perceived value of the reward. Expectancy is a
person’s belief about how likely the outcome will be. If a person does not believe in the
likelihood that the outcome will follow the action, then the expectancy is set at zero. If
the person is certain that the outcome will follow the action, then the expectancy is set at
one. The third concept is force (motivation). Vroom states that a person’s behavior is the
result of a field of forces. The mathematical values assigned to the valences and
expectancies for particular actions are combined to produce a force. Highest levels of
force will be produced by actions with the highest levels of both valence and expectancy.
If either valence or expectancy is zero, then there will be no force to take action because
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anything multiplied by zero equals zero. The equation for this concept is M = [Sigma] (E
x V) where M is the motivational force resulting from the sum of expectancy and valence
(Luneburg & Ornstein, 2000).
The third theory of which the hypothesis of this study will be developed is based
on Tinto’s (1993) Theory of Student Departure. In this theory, Tinto described three
major reasons for students’ departure from an institution: academic difficulties, inability
of students to achieve their academic or occupational goals, and failure to become or
remain integrated into the academic and social fabric of the institution. Tinto’s Model of
Institutional Departure states that to persist, students need integration into formal and
informal academic and social systems. An example of a formal academic system is the
students’ academic performance, and an example of an informal academic system is the
students’ interactions with the faculty and staff. An example of a formal social system
would be students’ participation in extracurricular activities, and an example of an
informal social system is students’ interactions with their peer groups (Torpy, 2007).
Community Colleges have a responsibility to their students’ goals first and the
institutional goals second. One is dependent on the other. If the college succeeds at
helping the students achieve their goals, then the likelihood of the college achieving its
goals increases. The researcher believes that in order to increase the likelihood that
students placed in Learning Support will persist to certificate or degree completion, the
college must develop targeted programs and initiatives that work to improve students’
academic self-efficacy by integrating them into the college, both academically and
socially, thus increasing their valence and expectancy levels.
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Forthcoming in the section called Relationships among Variables, the researcher
explains how these theories sought to answer the research questions that have been
developed. Figure 2 is a diagram of the research variables.
Definition of Variables and Terms
Dependent Variable
Students’ Success is defined as a student’s ability to exit Learning Support as
measured by whether or not they pass their Learning Support course(s) with a C or better
and the COMPASS exit exam(s). The COMPASS exit exam is a computer-adaptive
college placement test that helps educators evaluate incoming students’ skill levels in
Reading, Writing, Math, and English as a Second Language, place students in appropriate
courses, and connect them to the resources they need to achieve academic success (ACT,
2011). This exam is given to the students again as a requirement to exit Learning
Support.
Independent Variables
Academic Advising is defined as students’ perceptions of the value and
usefulness of academic advising in helping them pass their LS courses and the
COMPASS exit exam. Students are required to see an academic advisor each semester
prior to registration until they exit Learning Support.
Academic Self-Efficacy is defined as the students’ belief that they have the
capacity to pass their Learning Support courses and the COMPASS exit exam.
Caregiver Status is defined as whether or not the student is the primary caregiver
for any children or elderly parents.
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INDEPENDENT VARIABLES DEPENDENT VARIABLES
Higher Education
Seminar (REDS)
Figure 2. Diagram of the Variables
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Curriculum Alignment is defined as the extent to which the content of the
Learning Support courses are aligned to the COMPASS exit exam as measured by the
students’ perceptions and measured by a comparison and contrast of the course objectives
with the COMPASS exit exam objectives.
Employment Status is defined as whether or not the students are employed and if
so whether it is full-time or part-time.
Enrollment Status is defined as whether or not the student is enrolled in GJC as
a full-time (12 credit hours or more) or part-time student (less than 12 credit hours).
Generational Status is defined as whether or not the student is the first in his or
her immediate family (parent) to go to college. A student is considered first generation if
neither parent received at least an Associate’s degree. A student is considered second
generation if at least one parent received at least an Associate’s degree.
High School Grade Point Average is defined as the overall grade point average
that the students graduated with from high school.
Higher Education Seminar (HEDS 1011) is defined as the students’ perceptions
of the value and usefulness of the course content in preparing them to pass their LS
courses and the COMPASS exit exam. REDS 1011, also called the Guide to College
Success, is required course for any student that tests into two or more areas of Learning
Support at the lowest level. This course is designed to enhance the academic and social
integration of first-year and returning students in higher education.
Instructional Delivery is defined as students’ perceptions of the teaching
methods used by the Learning Support instructors and its effect on their pass rates in their
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LS courses and the COMPASS exit exam. Examples of instructional delivery include
direct teaching, lecture, lecture with discussion, and cooperative learning.
Learning and Tutoring Center (LTC) is defined as the extent to which the
purpose, frequency, and helpfulness of the LTC affects students’ pass rates in their LS
courses and the COMPASS exit exam. The LTC provides students with free tutoring for
all subjects, workshops, supplemental instruction, online support, instructional software,
books, worksheets, handouts, and other materials for reading courses, and a variety of
other services.
Number of LS Areas is defined as the total number of Learning Support areas
the students are required to take such as Math, English, and(or) Reading.
Number of LS Courses is defined as the number of Learning Support courses the
students are required to take in each area such as MATH 0097, MATH 0098, READ
0098, READ 0099, ENGL 0098, and ENGL 0099.
Student Status is defined as whether or not the student is traditional (graduated
high school within two years of the study) or nontraditional (graduated high school more
than two years prior to the study).
Moderating Variables
Gender is defined as the gender of the students.
Race is defined as a group of persons related by common decent or heredity
(Dictionary.com, 2011). For this study, race is divided into the following categories:
Caucasian, African American, Hispanic or Latino, Native American, or Asian American.
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Financial Aid Status is defined as whether or not the student receives any type of
financial aid to assist in paying the college tuition. Examples include Pell Grants,
Student loans, Hope Scholarships, and/or any other type of scholarship.
Operational Definitions
Learning Support is defined as a Board of Regents initiated program of courses
and advisement to help build the foundational skills needed for success in college-level
courses (GJC, 2010).
Exit-level Course is defined as the second and last level of the Learning Support
courses that a student is required to take. Examples are MATH 0098, READ 0098, and
ENGL 0099.
Relationship among Variables
The researcher hypothesizes that there is a significant relationship between the
various independent variables and the students’ success in Learning Support as measured
by their COMPASS exit scores. The curriculum alignment of the Learning Support
objectives and the objectives of the COMPASS exit exam should mirror each other in
order to maximize the chances for students to pass both the course and the exam. If there
is no alignment between the two, then students are not being prepared adequately to pass
the exit exam. It is possible for students to pass the course and not the exit exam. When
this happens, students are placed back into the exit-level LS course. If there is no
alignment between the objectives of the courses and the COMPASS exit exam, then one
of two things needs to happen—either eliminate students having to take the COMPASS
exam again in order to exit Learning Support, or realign the curriculum objectives of the
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Learning Support courses to match those of the COMPASS exit exam. Based on
Vroom’s Expectancy Theory (1964), students would expect that if they pass the Learning
Support courses, they should be able to pass the exit exam. Based on Bandura’s (1977)
Theory of Self-Efficacy, if students pass the Learning Support courses, their level of
belief in their capabilities to pass the COMPASS exam should increase. However, if
there is no alignment, and students fail the exit exam, their level of belief in their
capabilities to pass the exit exam will decrease the next time they have to take it.
The general purpose for the HEDS 1011 class is to enhance the academic and
social integration of new and returning students. The class is designed to teach students’
principles that will help them be successful in achieving their academic goals. Each
student that tests into two Learning Support classes at the lowest level is required to take
HEDS 1011 (GJC, 2010). Research conducted by Derby and Smith (2004) show a
positive relationship between student retention and courses similar to HEDS 1011 in
design. These courses are also known as Orientation and First Year Experience courses.
Their study showed that enrollment in the orientation course may aid in keeping students
from dropping out, assisting students in their desire to re-enroll after stopping out, and
helping students persist past the traditional two-year time period to earn a degree. Based
on Tinto’s (1993) theory, there are three major reasons for students’ departure from an
institution: academic difficulties, inability of students to achieve their academic or
occupational goals, and failure to become or remain integrated into the academic and
social fabric of the institution. Tinto states that to persist, students need integration into
formal and informal academic and social systems. HEDS 1011 is designed with this
purpose in mind.
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It is proposed that the frequency and use of the Learning and Tutoring Center
affects the students’ pass rates in their LS courses and the COMPASS exit exam. The
LTC provides students with free tutoring for all subjects, workshops, supplemental
instruction, online support, instructional software, books, worksheets, handouts, and a
variety of other services. Students taking Learning Support classes are encouraged to
utilize the LTC to help them be successful in their classes. The LTC of the community
college used in the study conducted a student awareness survey in the fall of 2010. The
results were as follows: 69% of the students were aware and used the LTCs while 29.8%
were aware but had never used the LTC; 94% of the students were aware of the free
tutoring services; 98.8% believed that the availability of the LTC can help students
succeed; 62.7% of students had never been referred to the LTC while 37.3 had been
referred; 22.6% of students would use the LTC to help prepare for the COMPASS.
Vroom’s (1964) Expectancy Theory posits that people are motivated to behave in certain
ways if they believe that doing so will provide them with rewards they seek and value
Luneburg & Ornstein, 2000). Based on this theory, students will attend the LTC if they
believe that doing so will help them pass their classes and the COMPASS exam.
Prior to being able to register for courses each semester, all Learning Support
students are required to see an academic advisor until they exit LS completely. It is
during these sessions that academic advisors can have a huge impact on the success or
failure of a LS student. Advisors are supposed to go over the LS policies each semester
in order to keep the students abreast of where they are in terms of exiting. LS students
depend on the advisors to help them select courses to take each semester. Moreover, it is
important for the advisors to suggest a combination of courses that will optimize the
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students’ chances of passing their LS courses. In an article written about advising
developmental students, Hollis described how misadvising students can have a negative
impact on them if they enroll in unsuitably advanced courses and fail them. He stated
how the stakes are even higher for developmental students who may already be wresting
with self-doubt, inadequacy, and possible financial trouble. He author described how an
advisor’s judgment or belittling demeanor could lead troubled students into an academic
pitfall leading them to double their mistakes as they make uninformed academic
decisions (Hollis, 2009). Also during these advising sessions, there is a unique
opportunity for the advisors to help build up students’ academic self-esteem and
academic self-efficacy. This may be a time when a LS student needs to hear the words,
“You can do it! Don’t give up!” Academic advisors need to be prepared to coach these
students through their difficult journey. In addition, some LS students are unaware of the
supplemental support that is available to them. Or, if they are aware, they may be too
embarrassed to seek the additional support. This is a time when the advisors can inform
the students of the LTC and encourage them to use it. Both Bandura’s (1977) Theory of
Self-Efficacy and Tinto’s (1993) Theory of Student Departure can be used to explain how
the relationship between an academic advisor and LS students can affect their success.
By coaching the students through their difficult journey through Learning Support,
advisors can help build up their academic self-efficacy by encouraging them not to give
up in the face of difficulty and also by pointing out students who have successfully
exited. Telling stories of other students who experienced similar difficulties but exited
successfully could serve to motivate them to keep pushing through. Based on Tinto’s
theory, academic advisors provide the student with a personal connection to the college,
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someone who cares about their success or failure thus strengthening their connection with
the college.
The methods in which the LS professors deliver the course content may have the
potential to affect students’ pass rates in their LS courses and on the COMPASS exit
exam. Traditional students who come to college immediately after high school may be
accustomed to their teachers using differentiated instruction to ensure that all learning
styles are considered. However, if the only method of delivery for their college
professors is lecturing, then students may have difficulty learning the material. If the
professors take into consideration Tinto’s (1993) Theory of Student Departure, this may
be an opportunity for them to integrate their students both academically and socially in
their classrooms. For example, by using the lecture with discussion method, this would
give students the opportunity to express themselves and interact with their professors and
peers. If the professor utilizes the cooperative learning model during some classes, this
would give the students an opportunity to build relationships with their peers both
academically and perhaps socially. These students who participate in a group discussion
may decide to get together and form a study group outside of the classroom. This could
possibly strengthen the connection the students feel to the college, and based on Tinto’s
Model, students are more successful when they feel connected academically and socially
to the college.
Student’s self-efficacy has the potential to affect their pass rates in the LS courses
and the COMPASS exit exam. If students are confident in their abilities and believe that
they will pass the courses and the exam, then they are more likely to persist even in the
face of failure. Bandura’s (1977) Self-Efficacy theory explains this perfectly. Based on
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this theory, a student may be confident that he or she can pass the LS courses and not
confident in his or her abilities to pass the COMPASS exit exam. A student’s self-
efficacy depends on the task he or she is asked to do.
The number of LS areas students test into may affect their pass rates in the LS
courses and the COMPASS exit exam. The more areas students test into, the longer it
takes before they are eligible to take college-level courses. Students who test into all
three areas of LS may experience a decrease in their confidence levels. If students get
caught into a series of LS courses and cannot seem to exit, their self-efficacy may
decrease. Students testing into more than one area of LS may see this as too great of a
challenge, perhaps one they cannot overcome. Based on Bandura’s (1977) Self-Efficacy
theory, students are more likely to attempt, persist, and succeed at tasks in which they
achieve (Hoy, 2010). If students think they can pass the courses and the exit exam, then
they will be more likely to keep going even in the face of failure.
There is a strong possibility that the number of LS courses students are required to
take will affect their pass rates in the LS courses and the COMPASS exit exam. Students
testing in all three areas of LS at the lowest level will take a minimum of six courses.
Students may see this as too big of a hurdle to overcome especially if they are not
successful in exiting the first time around. Bandura’s (1977) Self-efficacy Theory
explains this variable in the same that the number of LS areas does.
Whether or not a student is a traditional or nontraditional student may affect his or
her pass rate in LS and the COMPASS exit exam. Traditional students typically enroll in
college courses right after high school, and nontraditional students tend to be a little
older. Nontraditional students may be more motivated to pass their LS courses and the
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COMPASS exit exam if their purpose is to get a degree or certification to help them get a
better job. However, since nontraditional students have typically been out of school for a
while, they may have problems adjusting to the college atmosphere. Traditional students
may have problems transitioning from high school to college. These students may be
looking for the typical college atmosphere that is prevalent at four-year universities.
Based on Tinto’s (1993) theory, if a student feels connected both academically and
socially to the school, then he or she is more likely to succeed and stay.
Whether a student is considered a part-time with less than twelve credit hours or
full-time with more twelve credit hours or more determines how much extra time he or
she has to devote to studying. There are several possible scenarios. The student may be
working full-time and a part-time student; the student may be working full-time and a
full-time student; the student may be working part-time and a part-time student; the
student may be a full-time student and not working; or, the student may be a part-time
student and not working. These scenarios have to potential to affect how much time a
student has or is willing to devote to doing what is necessary to exit Learning Support.
Vroom’s (1964) Expectancy Theory relates to this variable as well for the same reasons
as the employment status. In addition, based on Tinto’s (1993) Theory of Student
Departure, part-time students spend less time on campus which may cause them to feel
less connected to the institution both academically and socially.
A student’s employment status has the potential to affect his or her pass rate in his
or her LS courses and on the COMPASS exit exam. Students that work either part-time
or full-time typically have less time to devote to their school work. This becomes an
issue of whether or not the student is motivated to succeed regardless of what he or she
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has to do. This fits in with Vroom’s (1964) Expectancy Theory because if the student
sees the value in the education he or she is seeking, then he or she may me more
motivated to focus on school work during his or her spare time. For example, if the
students can link exiting LS and getting an associate’s degree with getting a better job,
then they may be more motivated to study more, get extra help from the LTC, and
anything else that may help them pass their LS courses and the COMPASS exit exam.
Students’ caregiver status has the potential to affect their pass rates in their LS
courses and the COMPASS exit exam. If a student has a child or children, then he or she
may not have enough time to devote to studying after school. School may not be as high
of a priority to a student with children. Dependent status has the potential to create the
same type of time constraints as the employment status, especially if the has both variable
coming into play. Vrooin’s (1964) Expectancy Theory can explain this variable if the
student sees a value in exiting LS as it relates to him or her getting an associate’s degree.
If the student believes that getting a degree will help him or her be a better provider for
his or her children, then he or she may be more motivated to do whatever is necessary to
succeed.
The generational status of Learning Support students has the potential to affect
whether or not students are successful in exiting Learning Support. If a student is
considered a first-generation college student, his or her parents did not attend college. If
a student is the first in the family to go to college, then he or she does not have a point of
reference when it comes to college. Moreover, if the student is a first-generation college
student and tests into Learning Support, then he is she is facing an even bigger challenge.
In many major fields of study, first-generation college students have a higher need for
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remediation. A majority of first-generation college students (55%) needed some type of
remediation in college as compared to 27% of students whose parents earned a bachelor’s
degree. In a report using data from the National Educational Longitudinal Study of 1988
(NELS:88), an analysis on the 12th graders from that study who entered college in 1992
revealed that first-generation college students graduate at much lower rates than their
counterparts whose parents graduated from college. In that study, 28% of the NELS 12th
graders were first-generation college students of which only 22% entered college
between 1992 and 2000. Of those students that entered college, 43% of them left college
without a degree by the year 2000 while 24% earned a bachelor’s degree. In contrast,
20% of students whose parents earned a bachelor’s degree left college during that same
time period without a degree and 68% of them earned a bachelor’s degree (Chen, 2005).
Based on Vroom’s (1964) Expectancy Theory, first-generation college students may not
place as high a value on attaining a college education since they did not see their parents
get one. If these students witnessed their parents get by without one, then once faced
with challenges passing Learning Support, these students may give up and say they do
not need a college education. On the flip side, first-generation college students may place
a higher value on getting a college education if they witnessed their parents struggling to
survive and provide for their family without one. If students place a high value on a
college education, then they may be motivated to push through even in the face of failure
if they expect that getting a college degree will help them make more money, have a
better life, and/or become better providers for their families. Based on Bandura’s (1977)
Theory of Self-Efficacy, first-generation college students may have a lower sense of self
efficacy if they know that their parents either did not go to college or went to college and
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dropped out. This may cause them to say, “If my parents couldn’t do it, what makes me
think I can?”
A moderating variable is a one that has the potential to alter the strength of the
relationship between the independent and dependent variable (Hoy, 2010). For the
purpose of this study, the researcher tested the hypothesis that there is a significant
relationship between the previously stated independent variables and the dependent
variable when controlling for the moderating variables that have been listed. Race has
shown to play a factor in the success of students needing college remediation. Caucasian
students represent the majority of remedial students in the absolute sense; however,
African-American and Hispanic students represent a disproportionate need for
remediation (McCabe, 2000). Adelman (2004) estimates that 62% of African Americans
and 63% of Hispanics enroll in remedial courses in college compared to 36% of
Caucasians and 38% of Asians. Bahr (2010) conducted a study on the racial disparities in
postsecondary mathematics remediation. The results of his study found sizeable racial
differences in the success rates of students in remedial math. He found that more than
one-quarter of Caucasian remedial math students and one-third of remedial Asian
students attain college-level math skill within six years as opposed to only one-fifth of
Hispanic and one-ninth of African-American students. His findings also indicated that
African-American and Hispanic students, who carried the lowest achievement from
kindergarten to high school, continued to carry this disadvantage in remedial math in
college. He concluded that instead of reducing racial disparities in math achievement, the
remedial math courses further amplified the disparities. In Bahr’s recommendations, two
recommendations stood out. He suggested targeted institutional intervention for low
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performing math students, and suggested expanding the role of academic advising in
guiding students who face skill deficiencies, “as prior research indicates that academic
advising has an unequivocal positive effect on the likelihood that skill-deficient students
will remediate successfully and attain other positive outcomes” (Bahr, 2010, p. 233).
Based on Bandura’s (1977) Theory of Self-Efficacy, African American and Hispanic
students who have had previous difficulties in school may have a low self-efficacy. If
these students see their Caucasian and Asian counterparts passing these courses while
they are getting left behind, their self-efficacy may be further diminished.
The college graduation rate for men has been lower than women for several years
now. For African-American and Hispanic men, the numbers are even lower. One reason
is that fewer men are graduating from high school (National Center for Education
Statistics, 2010). Dr. Walter Kimbrough, President of Philander Smith College
understood Tinto’ s (1993) Theory of Student Departure and the necessity of integrating
students both academically and socially to the institutions. To help with the black male
graduation rate at Philander Smith, Dr. Kimbrough started a Black Male Initiative
Program. Dr. Kimbrough described the program as being based on research using
variables such as attachment to the institution, levels of social adjustment, and supportive
relationships with mentors (Redden, 2009). A male student placed in remedial courses
may feel inferior to his male counterpart who is not required to take remedial courses.
Based on Bandura’s (1977) Self-Efficacy theory, the men in remedial courses may have a
low self-efficacy for school but a high self-efficacy for working. This would cause men
to choose working instead of school, especially if they see taking remedial courses as a
delay to making money.
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The financial aid status of Learning Support students has the potential to
indirectly affect whether or not they are successful in exiting LS. If a student is on
financial aid, there is a possibility that their financial aid could run out before they are
able to exit LS. The Pell Grant will only pay for up to 30 hours of non-credit remedial
course work. After students have reached the 30 hour limit on remedial course work,
they cannot receive Pell or other forms of federal student aid for any additional remedial
hours (U. S. Department of Education, 2010). If a student is coming up on his or her last
attempt at passing a LS course, his or her finances may be a determining factor in
whether or not he or she decides to take the course over again. If the student’s self-
efficacy has diminished as a result of failing a course more than once, then he or she may
decide that it’s not worth the time or the money to re-take it. Based on Vroom’s (1964)
Expectancy Theory, if a student expects to pass the course if he or she re-takes it, then, he
or she may be motivated to do so even if he or she has to pay for it out of pocket. The
student in this case sees the value in taking the course despite having to pay for it. On the
other hand, if the student cannot afford to pay for the course without any type of financial
aid, then he or she will not be motivated to find the money to re-take the needed course.
Based on Bandura’s (1977) Theory of Self-Efficacy, if the student believes that after
taking the course once and failing it, that he or she now understands the material and is
confident that he or she can pass the course, he or she may be motivated to re-take it
again despite having to pay for it.
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Summary
Chapter III outlined the theoretical framework for the study. These theories were
applied to this study to help explain this phenomenon: Bandura’s (1977) Theory of Self
Efficacy, Vroom’s (1964) Theory of Expectancy, and Tinto’s (1993) Theory of Student
Departure. Variables and terms important to the study have been defined and the
relationship among the variables has been explained. In addition, the research questions
for the study and the hypothesis were outlined. Chapter IV outlines the research




The purpose of this nonexperimental quantitative study is to examine the causal
factors that influence the success of Learning Support students as measured by their LS
end of course grades and their subsequent COMPASS exit exam scores. The purpose is
to test the hypothesis that the following variables will affect the success of LS students:
Curriculum Alignment of Learning Support Courses with the COMPASS exit exam,
Higher Education Seminar (HEDS 1011), Frequency, Purpose, and Use of the Learning
and Tutoring Center, Instructional Delivery, Academic Advising, Academic Self-
Efficacy, Number of Learning Support Areas, Number of Learning Support Courses,
Student Status, Enrollment Status, Employment Status, Caregiver Status, Generational
Status, and High School Grade Point Average.
Description of the Setting
The study was conducted at a public community college located in Metro Atlanta.
It is one of the nation’s fastest-growing metropolitan two-year colleges. It is the largest
associate degree-granting college and the third-largest institution in the University
System of Georgia (USG). As of 2009, this college had a total enrollment of 24,549
students including 17,415 minorities and 3,866 international students. With an average
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student age of 24, the college serves traditional and nontraditional students. It is an open-
access community college which means students do not have to submit a SAT or ACT
score as a condition of admittance. As a result, this college takes in more undergraduate
students each fall semester, accepts more transfer students and sends more students on to
other institutions than any other USG institution, accounting for more than one-third of
all transfer students. The college’s programs consist of 40 associate degrees, 4 career and
technical degrees, and 9 dual degrees with County Technical College. The school has
five campuses located in metro Atlanta and surrounding areas. For this study, only one
campus was used. This campus was selected because of the number of Learning Support
courses being offered and their class sizes.
Sampling Procedures
The college has approximately 25,000 students, with around 22% enrolled in
Learning Support. The researcher used a purposeful sample for this study. Purposeful
sampling is used when there are specific criteria for participant selection of a research
site. The purpose is to enlarge the analysis or to test specific emerging themes and the
working hypothesis (Bogdan & Biklen, 2007). The researcher selected all of the
Learning Support courses taught in each area, English, math, and reading. The college
has five campuses of which the only one was used for this study. On the this campus,
there were twelve exit-level math courses and ten exit-level English and reading courses
all with a class size of 20. The maximum possible sample size was 640 students
depending on whether or not the students were taking only one LS course during the fall
semester. If the students took more than one of these LS courses during the semester,
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then the total possible sample was less than 640 because they would only be allowed to
take the survey once. After securing permission from the instructors to survey the
students in their classes, the students took the survey on a voluntary basis.
Working with Human Subjects
Permission from the selected community college was sought by the author of this
study to review the selected variables through the college’s Institutional Review Board.
In terms of the study of human subjects, the name of the community college is not
mentioned to ensure anonymity of the college, the students, and the instructors.
Instructors and students’ names have been kept confidential and are not mentioned
anywhere in the study. The students were informed that their participation was
voluntary, and that they could withdraw at any time. Benefits to the college’s
administrators and instructors were expected in terms of identifying strategies that might
positively impact the pass rates of Learning Support students.
Instrumentation
A 40-question survey was designed by the researcher, with the assistance from
Dr. Trevor Turner, and administered to the students. It measured the variables of the
theoretical framework. Each variable was defined and questions were designed to best
test the theory. A test pilot was conducted on the survey to ensure its validity and
reliability. A survey consent form was written and attached the survey for the purpose of
further data collection and follow-up. The survey consent form gave the researcher
permission to use the students’ identification numbers to evaluate the data. Students were
assured that their participation was strictly voluntary and that their names will never be
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used or disclosed. All information has been and will be kept strictly confidential. To
evaluate the alignment of the course syllabi from the various Learning Support courses,
the researcher designed a chart that compared the objectives of the courses to the
objectives for the COMPASS exam. For the review of the curriculum alignment between
the COMPASS exit exam and the Learning Support courses, participating instructors
provided the researcher with a copy of his or her syllabus.
Data Collection Procedures
In order to conduct this study, the following procedures were used to collect the
data:
1. The researcher applied to Clark Atlanta University’s Institutional Review
Board (IRB) and the community college’s IRB for permission to conduct the
study.
2. Upon approval from the IRBs, the researcher secured permission, support, and
participation from the Learning Support Director and the instructors of the
Learning Support courses.
3. Each Learning Support instructor was approached by the researcher to seek
their participation in the study as well as seek their permission to survey their
students.
4. Instructors from each Learning Support subject area, math, English, and
reading, was asked to submit a copy of his or her syllabus for the purpose of
reviewing the alignment of the curriculum of the class with the COMPASS
exit exam.
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5. Prior to the end of the fall semester, the researcher attended each Learning
Support course that she was granted permission. The researcher re-introduced
herself to the students, informed them on the purpose of the study, and sought
their participation. The students were asked to complete the survey and return
it to the researcher. Students were made aware that their participation was
strictly voluntary and had no bearing on their course grades.
6. The researcher collected the completed surveys and stored them in a secure
and confidential location until time to document the students’ responses.
7. The researcher used the school’s student information system to review the
students’ end of course grades and their COMPASS exit scores in order to
match them to their survey responses.
8. The researcher kept an accurate and confidential record of all activities.
Statistical Applications
A correlation study was conducted using the variables that have been identified
that might influence the dependent variable. Data were collected on all of the
independent variables. Correlations were then conducted between the dependent and
each independent variable to determine if there was a significant relationship. A
regression analysis was used to determine the order of contributions by each independent
variable to the dependent variable.
A Reliability test using SPSS reliability procedure was performed on the survey
instrument used in this study in order to validate the use of the survey instrument. The
survey consisted of five components that measure the following areas: Helpfulness of the
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HEDS loll Course, Curriculum Alignment of the Learning Support Courses,
Helpfulness of Academic Advising, Instructional Delivery in the Learning Support
Courses, and Academic Self-Efficacy.
The survey items were grouped to represent Helpfulness of the HEDS loll
Course (items 17 to 21), Curriculum Alignment of the Learning Support Courses (items
22 to 24), Helpfulness of Academic Advising (items 25 to 30), Instructional Delivery in
the Learning Support Courses (items 31 to 35) , and Academic Self-Efficacy (items 36 to
40). The response choices were assigned numerical values as follows: Items 17 to 40; (1)
Strongly Disagree; (2) Disagree; (3) Agree; (4) Strongly Agree.
The results of the reliability indicate that each of the four of the five components
are reliable and are constructed of similar measures. Please note that one of the survey
components, Curriculum Alignment of the Learning Support Courses, was not reliable
(see Table 11).
Table 11
Results of the Reliability Test
N = Cronbach Alpha
Helpfulness of the HEDS 101 1 Course 56 .912
Curriculum Alignment of the Learning Support Courses 149 -.101
Helpfulness of Academic Advising 148 .879
Instructional Delivery in the Learning Support Courses 148 .893
Academic Self-Efficacy 148 .722
** Questions from this dimension can be analyzed individually not as a group
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Limitations of the Study
The following is a list of possible limitations for this study:
1. The researcher is an employee of the community college being used in the
study.
2. The research was limited to one two-year postsecondary institution within the
University System of Georgia.
3. The research was limited to one campus of the community college being used
in the study.
4. Though anonymity was stressed, students may have been apprehensive about
expressing their thoughts for fear that it would affect their grade.
5. Instructors may have been apprehensive about participating for fear they were
being evaluated.
6. The review of the Learning Support instructors’ syllabi for curriculum
alignment of the objectives of the Learning Support courses with the
objectives of the COMPASS exit exams will need to be conducted by an
expert in order to ensure complete accuracy. The review was completed by
the researcher who is not an expert in the areas being reviewed.
Summary
Chapter IV outlined the methodologies associated with this study. It described
the sample and population as well as the sampling and data collection procedures. It
described the instrumentation and outlined a timeline for completion of the study.
CHAPTER V
DATA ANALYSIS
The focus of this study was to examine factors and/or the students’ demographic
variables that influence the success of learning support students as measured by their
subsequent end of course grades and scores on the Compass exit exam. The dimensions
were:
I. Helpfulness of the HEDS loll Course
II. Curriculum Alignment of the Learning Support Courses
III. Helpfulness of Academic Advising
IV. Instructional Delivery in the Learning Support Courses
V. Academic Self-Efficacy
Students made their choices on the items of the dimensions on an ordinal scale of
numerical values as follows: (4) Strongly Agree, (3) Agree, (2) Disagree, and (1) Strongly
Disagree. The individual items were computed into five dimensions of interval data type.
It was expected that if students evaluated the learning support courses highly on
dimensions areas I through V, then students’ performance would fail or pass the Compass
test. It was assumed that the student demographic variables could influence how students
perceived the learning support courses andlor that the demographic variables could also
influence student success. It was the purpose of this study to estimate the relative effects of
the learning support dimensions instrument (Dimensions Ito V) and the student
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demographic variables as selected on student success as measured by the students’ end of
course grades (F = 0; D = 1; C = 2; B = 3; A = 4) and Compass exit tests.
In order to test these relationships, a purposeful sample of 150 college students
was selected. The study results cannot be generalized to another population since the
study used a purposeful sample in which the participants were not selected randomly.
The college students’ end of course grade in math, reading and English along with
Compass Math, Reading, and English scores were utilized as the dependent variable. All
other variables were treated as independent variables. Students’ success was defined as
those students’ who passed the Compass Math, Reading, and English. A Spearman
correlation, Spearman correlation or Chi-Square was performed to determine if there
would be any significance relationship between the variables.
In order to control for bias that might exist in the social context to influence
students’ rating of the learning support courses, the demographic characteristics of students
were asked on the survey. These variables were number of learning support areas, numbers
of learning support courses required, student status, enrollment status, employment,
caregiver status, generalization status, and GPA. The demographic variables were assigned
numerical values based on the ordinal scale. Number of learning support areas, numbers of
learning support courses required, student status (1 traditional, 2 = non-traditional),
enrollment status, (1 = part-time, 2 = full-time), employment status (1 = non, 2 = part/full
time), caregiver status (1 = non, 2 = childrenlgrandparent), generalization status (1 = first
generation, 2 = second generation) were assigned nominal or ordinal values. It was
expected that if the dimension variables did not explain student success, then probably the
demographic variables could be examined for alternative explanations for student success.
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The Chi-square test of independence was used for the nominal and ordinal
variable relationship tests. The Chi-square test does not require normality, and can be
used for any sample size as long as the assumption on minimum expected cell frequency
is met. The following variables were re-coded in order to meet small cell count
requirements. The researcher used the Chi-Square Fisher exact test when the Chi-square
Pearson test failed the minimum cell count. A sample with a smaller size, then the chi
squared test will yield an inaccurate inference. The researcher, by using chi squared test
on small samples, might end up committing a Type II error. Unequal sizes,
heterogeneous variances, and non-normality can result in a Type I error.
The Spearman correlation tests were used to test the relationship between ordinal
and interval variables as the test does not require a normal distribution. These variables
were treated as nominal data types and recoded to meet the cell count requirement of the
Chi-square test: employment (1 = Not employed, 2 = part-time/full-time); caregiver (1
not children, 2 = children/elderly parents); Learning and Tutoring Center frequency (1 =
Never, 2 = One or more a week). In order to test the relationship of the nominal variables
with the dependent variables Compass Math, Reading and English variables the
dependent variables Compass Math, Reading and English were recoded from interval
data types to ordinal data types (1 = Failed, 2 = Passed).
The Statistical Package for the Social Sciences (SPSS) version 16 was used to
summarize the data. The following statistical procedures were used: Spearman
correlation, frequency, and Chi-square analysis. The researcher assumed that the data was
not normally distributed. The data are presented in two parts, the statistical distribution of
the variables to observe the extent of their variations, and the results and analyses of the
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statistical tests in response to the identified research questions. All of the statistical
procedures were tested at the (0.05) significance level.
Descriptive Data Analysis
It was necessary to indicate the degree of variances among the five dimensions in
terms of the means scores of the students’ respondents on the various competencies as the
basis for determining if the variances would relate to end of course grades and Compass
exit exams. A normality test was conducted on the Compass Math, Reading, and English
test scores. The results showed that Compass Math test scores had a normal distribution
Shapiro-Wilk (0.450> .05) significance level (see Table 12), however, the end of course
grades and Compass Reading and English did not have a normal distribution.
Table 12
Descriptive Data Compass Exit Exam
N *SlapiroWi1k Mean Median Mode Std. Dev.
Compass Math 50 0.450 46.16 47 47 13.304
Compass Reading 75 0.006 80.64 80 78 8.3 17
Compass English 46 0.018 76.17 76 87 16.559
Math Grade 58 .000 2.45 3.00 3 1.095
Reading Grade 78 .000 3.15 4.00 4 1.196
English Grade 80 .000 1.76 2.00 1 1.334
Compass Math => 37 Passing; Compass Reading > 78 Passing;
Compass English => 64 Passing; * represents Shapiro-Wilk significance level of the
normality test.
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It was essential to indicate the degree of variation on the dependent variable;
Compass Math, Reading and English exit exams. It was considered that if variations in
students’ perceptions on the various dimensions explained the variations on the Compass
exit exams, then would the relationships persist when the demographic variables in the
social context are examined. Therefore, it was also necessary to determine if the
demographic variables showed variances.
In the sample population, the average students passed the Compass Math,
Reading and English exit exam. The average GPA is (mean = 2.5) which is equivalent to
a “C.” The descriptive results show that students’ agreed on average that the Learning
Support courses were beneficial to the students. The descriptive test data indicated that
less than twenty-five percent of the students failed the Compass exit exams (see Tables
13 -15).
The Compass Reading and English exit exam scores did not have a normal
distribution as a result statistical test assumptions were taken into account. A Spearman
correlation instead of a Pearson correlation was conducted to test relationship because the
Spearman correlation test did not assume or require nonnality of distribution. A Chi
square test was conducted instead an analysis of variance to test relationship because the
Chi-square test did not assume or require normality of distribution. The researcher
analysis of the results had caution in the interpretation of the results related to Compass
Reading and Compass English. The Compass Reading and Compass English scores were
skewed and not uniformly distributed, thus the results may be subject to a type I error.
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Compass Math > 37 Passing; Compass Reading > 78 Passing;
Compass English > 64 Passing
Table 14
Descriptive Statistics Grade Point Average and Number ofAreas/Courses
N Mm Max Mean *Shapjro.WjIk Std. Dev.
GPA 150 1.5300 3.9900 2.5680 0.015 .4442
Number of LS Areas 150 1 3 1.8900 0.000 .8150
NumberofLSCourses 150 1 6 2.3600 0.000 1.239
The GPA is represented on a four point scale; (0 = F; 1 = D; 2 = C; 3 B; 4 = A)






Descriptive Learning Support Dimensions
N Median Mean Std. Dev. S.E.
HEDS 56 3.000 3.0107 .7477 .0999
Curriculum Alignment 149 2.667 2.7830 .4225 .0346
Academic Advising 149 3.000 3.0260 .6629 .0543
Instructional Delivery 149 3.200 3.2966 .5984 .0490
Self-Efficacy 149 3.600 3.4658 .43149 .0353
(1) Strongly Disagree (2) Disagree (3) Agree (4) Strongly Agree
Results of Correlation Analysis
Compass exit exam served as a dependent variable on the learning support
dimensions. Conceptually, it was proposed that if students rated their learning support as
high on the survey dimensions I through V, then such students would also be influenced
by certain student demographics. Further, if students perceive high learning support,
then, student Compass tests scores would be high. In order to test these relationships,
research questions were generated to present the data in a meaningful order.
Inferential Data Analysis
RQ 1: Is there a significant relationship between the curriculum alignment of
the Learning Support courses and students’ end of course grades and
COMPASS exit exam scores?
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A Spearman correlation was conducted to analyze the relationship between the
variables. The data in terms of curriculum alignment of the learning support courses was
analyzed as individual survey items and as an aggregated variable because of the
reliability failure. There was no difference in result outcomes with either approach. The
data with respect to this research question are shown in Table 16. In the table, the
following variable curriculum alignment of the learning support courses was not
significantly related to students’ Compass Math exit exam score had a correlation of r(50)
= 0.19, p = 0.893.
Table 16
Spearman Correlations ofStudents’ Compass Exit Exam Scores (Dependent) with
Student Demographic and Curriculum Data Variables as Independent
Compass Compass Compass
Math Reading English
REDS Correlation .180 -.248 -.018
Sig. (2-tailed) .474 .179 .938
N 18 31 22
Curriculum Alignment Correlation .019 -.150 .034
Sig. (2-tailed) .893 .202 .824






Academic Advising Correlation -.076 .252* -.090
Sig. (2-tailed) .599 .030 .554
N 50 74 46
Instructional Delivery Correlation -.017 .067 -.061
Sig. (2-tailed) .906 .572 .688
N 50 74 46
Self-Efficacy Correlation .151 -.05 1 .048
Sig. (2-tailed) .295 .663 .750
N 50 74 46
Learning and Tutoring Use Correlation .249 .231
*
-.024
Sig. (2-tailed) .081 .046 .873
N 50 75 46
Grade Point Average (GPA) Correlation
•355*
.122 .141
Sig. (2-tailed) .012 .296 .349
N 50 75 46
*• Correlation is significant at the 0.05 level (2-tailed).
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Curriculum alignment of the learning support courses and was not significant at
0.05 (the calculated value being 0.893 > .05). Students’ Compass Reading exit exam
score had a correlation of r(74) = -0.150, p = 0.202 with curriculum alignment of the
learning support courses and was not significant at 0.05 (the calculated value being 0.202
> .05). Students’ Compass English exit exam score had a correlation of r(46) = 0.34, p =
0.824 with curriculum alignment of the learning support courses and was not significant
at 0.05 (the calculated value being 0.824> .05). There was no significant relationship
with the curriculum alignment of the learning support courses and students’ Compass exit
exam scores.
Is there a significant relationship between the curriculum alignment of the
learning support courses and students’ math, reading and English grades? A Spearman
correlation was conducted to analyze the relationship between the variables. The data in
terms of curriculum alignment of the learning support courses was analyzed as individual
survey items and as an aggregated variable because of the reliability failure. There was
no difference in result outcomes with either approach. The data with respect to this
research question are shown in Table 17. In the table, the following variable curriculum
alignment of the learning support courses was not significantly related to students’ math
grade had a correlation ofr(58) = -0.2 17, p = 0.102, curriculum alignment of the learning
support courses, and was not significant at 0.05 (the calculated value being 0.102> .05).
Students’ reading grade had a correlation of r(77) = -0.170, p = 0.882 with curriculum
alignment of the learning support courses and was not significant at 0.05 (the calculated
value being 0.882> .05).
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Table 17
Correlation LS Dimensions and Student End ofCourse Grades
Math Reading English
Spearmans rho Grade Grade Grade
REDS Correlation Coefficient .225 .026 .255
Sig. (2-tailed) .370 .885 .118
N 18 33 39
Curriculum Correlation Coefficient -.2 17 -.0 17 -.032
Sig. (2-tailed) .102 .882 .777
N 58 77 79
Academic Advisement Correlation Coefficient -.033 .006 -.034
Sig. (2-tailed) .808 .958 .763
N 58 77 79
Instructional Delivery Correlation Coefficient .050 .097 .117
Sig. (2-tailed) .709 .403 .304
N 58 77 79
Self- Efficacy Correlation Coefficient .202 .124 .214
Sig. (2-tailed) .128 .282 .059
N 58 77 79
GPA Correlation Coefficient .018 .274* .000
Sig. (2-tailed) .894 .015 .999
N 58 78 80
*• Correlation is significant at the 0.05 level (2-tailed).
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Students’ English grade had a correlation of r(79) = -0.032, p = 0.777 with
curriculum alignment of the learning support courses and was not significant at 0.05 (the
calculated value being 0.777> .05). There was no significant relationship with the
curriculum alignment of the learning support courses and students’ Math, Reading, and
English grades.
RQ2: Is there a significant relationship between the students’ perceptions of the
helpfulness of the HEDS 1011 course and their LS end of course grades
and COMPASS exit exam scores?
A Spearman correlation was conducted to analyze the relationship between the
variables. The data with respect to this research question are shown in Table 16. In the
table, the data indicated that students’ perceptions of the helpfulness of the HEDS 1011
course was not significantly related to students’ Compass Math exit exam score, as the
results depicts a correlation of r(18) = 0.180, p = 0.474.Students’ perceptions of the
helpfulness of the HEDS 1011 course was not significant at 0.05 (the calculated value
being 0.474> .05). Students’ Compass Reading exit exam score had a correlation of
r(31) = -0.248, p = 0.179 with students’ perceptions of the helpfulness of the HEDS 1011
course and was not significant at 0.05 (the calculated value being 0.179 > .05). Students’
Compass English exit exam score had a correlation of r(22) -0.018, p 0.938 with
students’ perceptions of the helpfulness of the REDS 1011 course and was not significant
at 0.05 (the calculated value being 0.936 > .05). There was no significant relationship
with students’ perceptions of the helpfulness of the HEDS 1011 course and students’
Compass exit exam scores.
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Is there a significant relationship between students’ perceptions of the helpfulness
of the HEDS 1011 course and students’ math, reading and English grades? A Spearman
correlation was conducted to analyze the relationship between the variables. The data
with respect to this research question are shown in Table 17. In the table, the following
variable students’ perceptions of the helpfulness of the HEDS 1011 course was not
significantly related to students’ math grade had a correlation of r(l8) = 0.225, p = 0.370.
Students’ perceptions of the helpfulness of the HEDS 1011 course and was not
significant at 0.05 (the calculated value being 0.370> .05). Students’ reading grade had a
correlation of r(33) = 0.026, p = 0.885 with students’ perceptions of the helpfulness of the
HEDS 1011 course and was not significant at 0.05 (the calculated value being 0.885>
.05). Students’ English grade had a correlation of r(39) = 0.255, p 0.118 with students’
perceptions of the helpfulness of the HEDS 1011 course and was not significant at 0.05
(the calculated value being 0.118> .05). There was no significant relationship with the
students’ perceptions of the helpfulness of the HEDS 1011 course and students’ math,
reading, and English grades.
RQ3. Is there a significant relationship between the purpose, frequency, and
helpfulness of the Learning and Tutoring Center and students’ LS end of
course grades and COMPASS exit exam scores?
Each part, purpose, frequency, and helpfulness is being tested through each item
separately to measure the relationship. It is not being measured through the aggregation
of the items into one variable. The following variable students’ use of LTC was not
significantly related to students’ Compass Math exit exam score which had a correlation
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of 2(N = 50, df= 1) = 0.008, p = 1.00. The students’ use of LTC was not significant at
0.05 (the calculated value being 1.00> .05). Students’ Compass Reading exit exam score
had a correlation of 2 (N = 75, df= 1) 0.886, p = 0.473, with students’ use of LTC
which was not significant at 0.05 (the calculated value being 0.473 > .05). Students’
Compass English exit exam score had a correlation of 2 (N = 46, df= 1) = 0.153, p =
1.000, with students’ use of LTC which was not significant at 0.05 (the calculated value
being 1.000> .05). There was no significant relationship between LTC frequency of use
and Compass Math, Reading, and English exit exam.
The following variable students used tutors in the LTC to help me with my LS
courses was not significantly related to students’ Compass Math exit exam score which
had a correlation of 2 (N = 50, df= 1) = 1.426, p 0.277. Students used tutors in the
LTC to help me with my LS courses was not significant at 0.05 (the calculated value
being 0.277> .05). Students’ Compass Reading exit exam score had a correlation of
(N = 75, df= 1) = 3.156, p = 0.126, with students used tutors in the LTC to help me
with my LS courses which was not significant at 0.05 (the calculated value being 0.126>
.05). Students’ Compass English exit exam score had a correlation of 2 (N 46, df= 1)
= 0.133, p = 0.72 1, with students used tutors in the LTC to help me with my LS courses
which was not significant at 0.05 (the calculated value being 0.721 > .05). There was no
significant relationship between students who used tutors in the LTC to help me with my
LS courses with my LS Compass Math, Reading, and English.
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The data with respect to this research question are shown in Table 18. In the
table, the following variable LTC helped me practice the Compass exams was not
significantly related to students’ Compass Math exit exam score which had a correlation
of 2 (N = 50, df= 1) = 0.104, p 0.707. LTC helped me practice the Compass exams
was not significant at 0.05 (the calculated value being 0.707> .05). Students’ Compass
Reading exit exam score had a correlation of 2 (N = 75, df= 1) = 6.896, p = 0.0 12, with
LTC helped me practice the Compass exams which was significant at 0.05 (the calculated
value being 0.0 12 < .05).
Table 18
Chi-Square Compass Reading and LTC Helped Practice Compass Exam
Compass Reading
Failed Passed Total
LTC Yes Count 15 17 32
Expected Count 9.8 22.2 32.0
% within Comp Reading 65.2% 32.7% 42.7%
No Count 8 35 43
Expected Count 13.2 29.8 43.0
% within Comp Reading 34.8% 67.3% 57.3%
Total Count 23 52 75
Expected Count 23.0 52.0 75.0
% within Comp Reading 100.0% 100.0% 100.0%
(N = 75, df= 1) = 6.689, p = 0.012
Students’ Compass English exit exam score had a correlation of
2 (N = 46, df=
1) = 0.684, p = 0.478, with LTC to help me practice the Compass exams which was not
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significant at 0.05 (the calculated value being 0.478> .05). There was a significant
relationship between LTC to help me practice the Compass exams and the Compass
Reading exit exam scores. Students who did not use LTC to help practice for Compass
exam had a greater percentage of students who passed the Compass Reading exit exam.
The researcher noted that the Compass Reading score had a non-uniform distribution
which could have resulted in a type I error. There was no significant relationship between
LTC to help me practice the Compass exams and my LS Compass Math and English.
Students who indicated that the LTC helped practice for the Compass exam had a lower
Math and Reading compass score on average. Students that indicated that the LTC did
not help practice for the Compass exam scored higher on English Compass exam on
average (see Table 19).
Table 19
Descriptive Compass Tests and LTC Helped Practice Compass Exam
N Mean Std. Deviation Std. Error
Compass Math Yes 13 42.08 12.305 3.413
No 37 47.59 13.502 2.220
Total 50 46.16 13.304 1.881
Compass Reading Yes 32 78.78 7.504 1.326
No 43 82.02 8.703 1.327




N Mean Std. Deviation Std. Error
Compass English Yes 21 78.33 14.037 3.063
No 25 74.36 18.504 3.701
Total 46 76.17 16.559 2.441
Compass Math => 37 Passing; Compass Reading > 78 Passing;
Compass English > 64 Passing
The following variable, students used LTC to help pass my learning support
*courses, was not significantly related to students’ Compass Math exit exam score which
had a correlation of 2 (N = 50, df= 1) = 0.104, p = 0.707. Students used LTC to help
pass my learning support courses was not significant at 0.05 (the calculated value being
0.707> .05). Students’ Compass Reading exit exam score had a correlation of
2
75, df= 1) = 3.3 15, p = 0.111, with students used LTC to help pass my learning support
courses which was not significant at 0.05 (the calculated value being 0.111 > .05).
Students’ Compass English exit exam score had a correlation of 2 (N = 46, df= 1) =
0.549, p = 0.696, with students used LTC to help pass my learning support courses which
was not significant at 0.05 (the calculated value being 0.696> .05). There was no
significant relationship between the LTC to help pass my learning support courses and
Compass Math, Reading, and English exit exam scores.
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RQ4: Is there a significant relationship between students’ perceptions of the
helpfulness of academic advising and students’ LS end of course grades
and COMPASS exit exam scores?
A Spearman correlation was conducted to analyze the relationship between the
variables. The data with respect to this research question are shown in Table 16. In the
table, the following variable students’ perceptions of the helpfulness of academic
advising was not significantly related to students’ Compass Math exit exam score which
had a correlation of r(50) = -0.076, p = 0.599. Students’ perceptions of the helpfulness of
academic advising was not significant at 0.05 (the calculated value being 0.599> .05).
Students’ Compass Reading exit exam score had a correlation of r(74) = -0.252, p =
0.030 with students’ perceptions of the helpfulness of academic advising which was
significant at 0.05 (the calculated value being 0.030 < .05). Students’ Compass English
exit exam score had a correlation of r(46) = -0.090, p = 0.554 with students’ perceptions
of the helpfulness of academic advising which was not significant at 0.05 (the calculated
value being 0.554> .05). There was an inverse significant relationship with students’
perceptions of the helpfulness of academic advising and students’ Compass reading exit
exam scores. The researcher noted that the Compass Reading score had a non-uniform
distribution which could have resulted in a type I error. The strength of the relationship
was a weak correlation. Students’ perceptions of the helpfulness of academic advising
explained R2( 0.252)2 = 6% variation of students’ Compass Reading score. Thus, there
was 94% variation unexplained. The relationship was inversed which means that the
higher the response of the students in terms of academic advising the lower the Compass
Reading score. There was no significant relationship between students’ perceptions of
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the helpfulness of academic advising and students’ Compass Math and English exit exam
scores.
Is there a significant relationship between students’ perceptions of the helpfulness
of academic advisement and students’ math, reading and English grades? A Spearman
correlation was conducted to analyze the relationship between the variables. The data
with respect to this research question are shown in Table 17. In the table, the following
variable students’ perceptions of the helpfulness of academic advisement was not
significantly related to students’ math grade had a correlation of r(58) -0.033, p =
0.808. Students’ perceptions of the helpfulness of academic advisement and was not
significant at 0.05 (the calculated value being 0.808> .05). Students’ Reading grade had
a correlation of r(77) = 0.006, p = 0.95 8 with students’ perceptions of the helpfulness of
academic advisement and was not significant at 0.05 (the calculated value being 0.958>
.05). Students’ English grade had a correlation of r(79) = -0.034, p = 0.763 with
students’ perceptions of the helpfulness of academic advisement and was not significant
at 0.05 (the calculated value being 0.763 > .05). There was no significant relationship
with the students’ perceptions of the helpfulness of academic advisement and students’
math, reading, and English grades.
RQ5: Is there a significant relationship between the instructional delivery in the
Learning Support courses and students’ LS end of course grades and
COMPASS exit exam scores?
A Spearman correlation was conducted to analyze the relationship between the
variables. The data with respect to this research question are shown in Table 16. In the
table, the following variable instructional delivery in the learning support courses was not
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significantly related to students’ Compass Math exit exam score which had a correlation
of r(50) = -0.017, p = 0.906. Instructional delivery in the learning support courses was
not significant at 0.05 (the calculated value being 0.906> .05). Students’ Compass
Reading exit exam score had a correlation of r(74) = 0.067 p = 0.5 72 with instructional
delivery in the learning support courses which was not significant at 0.05 (the calculated
value being 0.572> .05). Students’ Compass English exit exam score had a correlation
of r(46) = -0.06 1, p = 0.688 with instructional delivery in the learning support courses
which was not significant at 0.05 (the calculated value being 0.688> .05). There was no
significant relationship with instructional delivery in the learning support courses and
students’ Compass exit exam scores.
Is there a significant relationship between instructional delivery in the learning
support courses and students’ math, reading, and English grades? A Spearman
correlation was conducted to analyze the relationship between the variables. The data
with respect to this research question are shown in Table 17. In the table, the following
variable instructional delivery in the learning support courses was not significantly
related to students’ Math grade had a correlation of r(58) 0.050, p = 0.709. The
instructional delivery in the learning support courses and was not significant at 0.05 (the
calculated value being 0.709> .05). Students’ Reading grade had a correlation of r(77) =
0.097, p = 0.403 with instructional delivery in the learning support courses and was not
significant at 0.05 (the calculated value being 0.403 > .05). Students’ English grade had
a correlation of r(79) = 0.117, p = 0.304 with instructional delivery in the learning
support courses and was not significant at 0.05 (the calculated value being 0.304> .05).
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There was no significant relationship with the instructional delivery in the learning
support courses and students’ math, reading, and English grades.
RQ6: Is there a significant relationship between the students’ academic self-
efficacy and their LS end of course grades and COMPASS exit exam
scores?
A Spearman correlation was conducted to analyze the relationship between the
variables. The data with respect to this research question are shown in Table 16. In the
table, the following variable students’ academic self-efficacy was not significantly related
to students’ Compass Math exit exam score which had a correlation of r(50) = 0.151, p =
0.295.Students’ academic self-efficacy was not significant at 0.05 (the calculated value
being 0.295 > .05). Students’ Compass Reading exit exam score had a correlation of
r(74) = -0.05 1, p = 0.663 with students’ academic self-efficacy which was not significant
at 0.05 (the calculated value being 0.663 > .05). Students’ Compass English exit exam
score had a correlation of r(46) = 0.048, p = 0.750 with students’ academic self-efficacy
which was not significant at 0.05 (the calculated value being 0.750> .05). There was no
significant relationship with students’ academic self-efficacy and students’ Compass exit
exam scores.
Is there a significant relationship between students’ academic self-efficacy and
students’ math, reading, and English grades? A Spearman correlation was conducted to
analyze the relationship between the variables. The data with respect to this research
question are shown in Table 17. In the table, the following variable students’ academic
self-efficacy was not significantly related to students’ math grade had a correlation of
r(58) 0.202, p = 0.128. The students’ academic self-efficacy and was not significant at
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0.05 (the calculated value being 0.709> .05). Students’ Reading grade had a correlation
of r(77) = 0.124, p = 0.282 with students’ academic self-efficacy and was not significant
at 0.05 (the calculated value being 0.282> .05). Students’ English grade had a correlation
of r(79) 0.214, p = 0.059 with students’ academic self-efficacy and was not significant
at 0.05 (the calculated value being 0.059> .05). There was no significant relationship
with students’ academic self-efficacy and students’ math, reading, and English grades.
RQ7: Is there a significant relationship between the number of areas of
Learning Support a student are required to take and their LS end of
course grades and COMPASS exit exam scores?
A Spearman correlation was conducted to analyze the relationship between the
variables. The data with respect to this research question are shown in Table 20.
Table 20
Spearman Correlation Compass Tests and #LS Courses and Areas
COMPASS COMPASS COMPASS
Math Reading English
Spearmans rho # LS Areas Correlation Coefficient .050 -.2 11 -.198
Sig. (2-tailed) .732 .069 .187
N 50 75 46
# LS Courses Correlation Coefficient .083 -.209 .068
Sig. (2-tailed) .566 .072 .653
N 50 75 46
*p<.05.
In Table 20, the following variable number of areas of learning support a student
are required to take was not significantly related to students’ Compass Math exit exam
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score which had a correlation of r(50) = 0.050, p = 0.732. The number of areas of
learning support a student are required to take was not significant at 0.05 (the calculated
value being 0.732> .05). Students’ Compass Reading exit exam score had a correlation
of r(75) = -0.209, p = 0.072 with number of areas of learning support a student are
required to take which was not significant at 0.05 (the calculated value being 0.069> .05).
Students’ Compass English exit exam score had a correlation of r(46) = -0.198, p = 0.187
with number of areas of learning support a student are required to take which was not
significant at 0.05 (the calculated value being 0.653 > .05). There was no significant
relationship between the number of areas of learning support a student are required to
take and Compass Math, Reading, and English exit exam scores.
RQ8: Is there a significant relationship between the number of Learning
Support courses a student are required to take and their LS end of course
grades and COMPASS exit exam scores?
A Spearman correlation was conducted to analyze the relationship between the
variables. The data with respect to this research question are shown in Table 20. In the
table, the following variable number of learning support courses a student are required to
take was not significantly related to students’ Compass Math exit exam score which had a
correlation of r(50) = 0.083, p = 0.566. The number of learning support courses a student
are required to take was not significant at 0.05 (the calculated value being 0.566> .05).
Students’ Compass Reading exit exam score had a correlation of r(75) = -0.209, p =
0.072 with number of learning support courses a student are required to take which was
not significant at 0.05 (the calculated value being 0.072> .05). Students’ Compass
English exit exam score had a correlation of r(46) = 0.068, p = 0.653 with number of
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learning support courses a student are required to take which was not significant at 0.05
(the calculated value being 0.653> .05). There was no significant relationship between
the number of learning support courses a student are required to take and Compass exit
exam scores.
RQ9: Is there a significant relationship between the students’ student status and
their LS end of course grades and COMPASS exit exam scores?
A Chi-square correlation was conducted to analyze the relationship between the
variables. The data with respect to this research question are shown in Table (21).
Table 21
Chi-Square Compass Math and Student Status
Compass Math
Failed Passed Total
Student Status Traditional Count 4 31 35
Expected Count 7.0 28.0 35.0
% within Comp Math 40.0% 77.5% 70.0%
Nontraditional Count 6 9 15
Expected Count 3.0 12.0 15.0
% within Comp Math 60.0% 22.5% 30.0%
Total Count 10 40 50
Expected Count 10.0 40.0 50.0
% within Comp Math 100.0% 100.0% 100.0%
(N = 50, df= 1) = 5.357, p = 0.048
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In Table 21, the following variable students’ status was significantly related to
students’ Compass Math exit exam score which had a correlation of 2 (N = 50, df= 1) =
5.357, p = 0.048. The students’ status was significant at 0.05 (the calculated value being
0.048 <.05). Students’ Compass Reading exit exam score had a correlation of 2 =
75, df= 1) = 0.135, p = 1.00, with students’ status which was not significant at 0.05 (the
calculated value being 1.00> .05). Students’ Compass English exit exam score had a
correlation of 2 (N = 46, df= 1) 0.018, p = 0.895, with students’ status which was not
significant at 0.05 (the calculated value being 0.895 >.05). There was a significant
relationship between the students’ status and their Compass Math exit exam scores. The
results indicate that traditional students’ were more likely to pass the Compass Math
exam than nontraditional students. There was no significant relationship between the
student status and their Compass Reading and English exit exam scores. Traditional
students had higher Math and English Compass exam scores on average than non
traditional students. However, non-traditional students had higher Reading Compass
exam scores on average than traditional students (see Table 22).
Table 22
Descriptive Compass Test and Student Status
N Mean Std. Deviation Std. Error
Compass Math Traditional 35 49.00 13.052 2.206
Non-Traditional 15 39.53 11.771 3.039






N Mean Std. Deviation
Traditional 67 80.60 8.702
Non-Traditional 8 81.00 4J40
Total 75 80.64 8.3 17
Traditional 35 76.94 15.362
Non-Traditional 11 73.73 20.563
Total 46 76.17 16.559
Compass Math => 37 Passing; Compass Reading > 78 Passing;
Compass English > 64 Passing
RQ1O: Is there a significant relationship between the students’ enrollment status
and their LS end of course grades and COMPASS exit exam scores?
A Chi-square correlation was conducted to analyze the relationship between the
variables. The data with respect to this research question are shown in Tables 23 and 24.
In the tables, the following variable students’ enrollment status was significantly related
to students’ Compass Math exit exam score which had a correlation of 2 (N = 50, df=
1) = 4.3 92, p = 0.046. The students’ enrollment status was significant at 0.05 (the
calculated value being 0.046< .05). Students’ Compass Reading exit exam score had a
correlation of 2 (N = 75, df= 1) = 0.008, p = 0.929, with students’ enrollment status
which was not significant at 0.05 (the calculated value being 0.929> .05). Students’
Compass English exit exam score had a correlation of 2 (N 46, df 1) = 7.8 16, p =











Chi-Square Compass Math and Student Enrollment Status
Compass Math
Failed Passed Total
Enrollment Part-time Count 0 13 13
Expected Count 2.6 10.4 13.0
%within Comp Math .0% 32.5% 26.0%
Full-time Count 10 27 37
Expected Count 7.4 29.6 37.0
% within Comp Math 100.0% 67.5% 74.0%
Total Count 10 40 50
Expected Count 10.0 40.0 50.0
% within Comp Math 100.0% 100.0% 100.0%
2(N=50,df= l)=4.392,p=O.046
Table 24
Chi-Square Compass English and Student Enrollment Status
Compass English
Failed Passed Total
Enrollment Part-time Count 6 7 13
Expected Count 2.6 10.4 13.0






Full-time Count 3 29 32
Expected Count 6.4 25.6 32.0
% within Comp English 33.3% 80.6% 71.1%
Total Count 9 36 45
Expected Count 9.0 36.0 45.0
% within Comp English 100.0% 100.0% 100.0%
2 (N = 46, df= 1) = 7.816, p = 0.005
There was a significant relationship between the students’ enrollment status and
their Compass Math and English exit exam scores. The researcher noted that the
Compass English score had a non-uniform distribution which could have resulted in a
type I error.
The results indicated that students’ enrolled part-time were more likely than full
time students to pass the Compass Math exit exam, while students’ enrolled full-time
were more likely than part-time students to pass the Compass English exit exam. There
was no significant relationship between the students’ enrollment status and their Compass
Reading exit exam scores. Part-time students had higher Math and Reading Compass
exam scores on average than full-time students. However, full-time students had higher
English Compass exam scores on average than part-time students (see Table 25).
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Table 25
Descriptive Compass Tests and Student Enrollment Status
N Mean Std. Deviation Std. Error
Compass Math Part-time 13 58.00 12.3 09 3.4 14
Full-time 37 42.00 11.045 1.816
Total 50 46.16 13.304 1.881
Compass Reading Part-time 23 81.35 8.127 1.695
Full-time 51 80.41 8.521 1.193
Total 74 80.70 8.356 .971
Compass English Part-time 13 72.15 19.161 5.314
Full-time 32 77.88 15.684 2.773
Total 45 76.22 16.743 2.496
Compass Math => 37 Passing; Compass Reading => 78 Passing;
Compass English > 64 Passing
RQ11: Is there a significant relationship between the students’ employment
status and their LS end of course grades and COMPASS exit exam
scores?
A Chi-square correlation was conducted to analyze the relationship between the
variables. The following variable students’ employment status wa snot significantly
related to students’ Compass Math exit exam score which had a correlation of 2 q =
50, df= 1) = 0.020, p = 0.8 87. The students’ employment status was not significant at
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0.05 (the calculated value being 0.895> .05). Students’ Compass Reading exit exam score
had a correlation of 2 (N = 75, df= 1) = 0.066, p = 0.797with students’ employment
status which was not significant at 0.05 (the calculated value being 0.797> .05).
Students’ Compass English exit exam score had a correlation of 2 (N = 46, df= 1) =
0.020, p = 0.867with students’ employment status which was not significant at 0.05 (the
calculated value being 0.867 >.05). There was no significant relationship between the
students’ employment status and their Compass Math, Reading, and English exit exam
scores. Employed students had higher Math and Reading Compass exam scores on
average than unemployed students. However, unemployed students had higher English
Compass exam scores on average than employed students (see Table 26).
Table 26
Descriptive Compass Tests and Student Employment Status
N Mean Std. Deviation Std. Error
Compass Math Not employed 26 44.42 11.761 2.305
Employed 24 48.04 14.828 3.027
Total 50 46.16 13.304 1.881
Compass Reading Not employed 31 80.06 7.886 1.4 16
Employed 44 81.05 8.675 1.308
Total 75 80.64 8.317 .960
Compass English Not employed 20 76.80 14.544 3.252
Employed 26 75.69 18.227 3.575
Total 46 76.17 16.559 2.441
Compass Math => 37 Passing; Compass Reading > 78 Passing;
Compass English > 64 Passing
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RQ12: Is there a significant relationship between the students’ caregiver
status and their LS end of course grades and COMPASS exit exam
scores?
A Chi-square correlation was conducted to analyze the relationship between the
variables. The data with respect to this research question are shown in Table 27. In the
table, the following variable students’ caregiver status was significantly related to
students’ Compass Math exit exam score which had a correlation of 2 (N = 50, df= 1) =
5. 357, p = 0.02 1. The students’ caregiver status was significant at 0.05 (the calculated
value being 0.046< .05). Students’ Compass Reading exit exam score had a correlation
of 2 (N = 75, df 1) = 0.066, p = 0.827with students’ caregiver status which was not
significant at 0.05 (the calculated value being 0.827> .05). Students’ Compass English
exit exam score had a correlation of 2(N 46, df= 1) = 1.000, p = 0.42lwith students’
caregiver status which was not significant at 0.05 (the calculated value being 0.42 1 >.05).
There was a significant relationship between the students’ caregiver status and their
Compass Math exit exam scores. There was no significant relationship between the
students’ caregiver status and their Compass Reading, and English exit exam scores. The
results indicate students’ that were not caregivers were likely to pass the Compass Math
exam. There was no significant relationship between the students’ caregiver status and
their Compass Reading and English exit exam scores.
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Table 27
Chi-Square Compass Math and Student Caregiver Status
Compass Math
Failed Passed Total
Caregiver No Children Count 4 31 35
Expected Count 7.0 28.0 35.0
% within Comp Math 40.0% 77.5% 70.0%
Children and Elderly Parents Count 6 9 15
Expected Count 3.0 12.0 15.0
% within Comp Math 60.0% 22.5% 30.0%
Total Count 10 40 50
Expected Count 10.0 40.0 50.0
% within Comp Math 100.0% 100.0% 100.0%
2(N=5O,df= 1)=5. 35’7,p=O.O21
Student with no children had higher Math and Reading Compass exam scores on
average than those with children or elderly parents. However, Students with children
and/or elderly parents had higher English Compass exam scores on average than students
with no children (see Table 28).
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Table 28
Descriptive Compass Tests and Student Caregiver Status
N Mean Std. Deviation Std. Error
Compass Math No Children 35 48.43 13.42 1 2.269
Children and Elderly
15 40.87 11.795 3.045
Parents
Total 50 46.16 13.304 1.881
CompassReading NoChildren 63 81.05 8.823 1.112
Children and Elderly
12 78.50 4.543 1.311
Parents
Total 75 80.64 8.3 17 .960
Compass English No Children 35 74.11 17.254 2.916
Children and Elderly
11 82.73 12.634 3.809
Parents
Total 46 76.17 16.559 2.441
Compass Math => 37 Passing; Compass Reading => 78 Passing;
Compass English > 64 Passing
RQ13: Is there a significant relationship between the students’ generational
status and their LS end of course grades and COMPASS exit exam
scores?
A Chi-square correlation was conducted to analyze the relationship between the
variables. The data with respect to this research question are shown in Tables 29, 30, and
31. In the tables, the following variable students’ generational status was significantly
related to students’ Compass Math exit exam score which had a correlation of 2 =
50, df= 1) = 5.255, p = 0.031.
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Table 29
Chi-Square Compass Math and Student Generational Status
Compass Math
Failed Passed Total
Generational First Generation Count 9
Expected Count 5.8 23.2 29.0
% within Generational 3 1.0% 69.0% 100.0%
Second Generation Count 1 20 21
Expected Count 4.2 16.8 21.0
% within Generational 4.8% 95.2% 100.0%
Total Count 10 40 50
Expected Count 10.0 40.0 50.0




Chi-Square Compass Reading and Student Generational Status
Compass Reading
Failed Passed Total
Generational First Generation Count 6 30 36
Expected Count 11.0 25.0 36.0
% within Generational 16.7% 83.3% 100.0%
Second Generation Count 17 22 39
Expected Count 12.0 27.0 39.0
% within Generational 43.6% 56.4% 100.0%
Total Count 23 52 75
Expected Count 23.0 52.0 75.0




Chi-Square Compass English and Student Generational Status
Compass English
Failed Passed Total
Generational First Generation Count 6 11 17
Expected Count 3.3 13.7 17.0
% within Generational 3 5.3% 64.7% 100.0%
Second Generation Count 3 26 29
Expected Count 5.7 23.3 29.0
% within Generational 10.3% 89.7% 100.0%
Total Count 9 37 46
Expected Count 9.0 37.0 46.0
% within Generational 19.6% 80.4% 100.0%
2 (N = 46, df= 1) 4.239, p = 0.040
The students’ generational status was significant at 0.05 (the calculated value
being 0.031< .05). Students’ Compass Reading exit exam score had a correlation of
(N = 75, df= 1) = 6.382, p = 0.Ol4with students’ generational status which was
significant at 0.05 (the calculated value being 0.0 14 <.05). Students’ Compass English
exit exam score had a correlation of 2 (N = 46, df= 1) = 4.239, p = 0.040 with students’
generational status which was significant at 0.05 (the calculated value being 0.040 < .05).
There was a significant relationship between the students’ generational status and their
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Compass Math, Reading, and English exit exam scores. The researcher noted that
Compass Reading and English scores had non-uniform distributions which could have
resulted in a type I error. The results indicate that students’ that were second generational
college students were likely to pass the Compass Math, Reading, and English exam.
Second generation students had higher Math and English Compass exam scores on
average than first generation students. However, first generation students had higher
Reading Compass exam scores on average than second generation students (see Table
32).
Table 32
Descriptive Compass Tests and Student Generational Status
N Mean Std. Deviation Std. Error
Compass Math First Generation 29 43.93 13.554 2.5 17
Second Generation 21 49.24 12.621 2.754
Total 50 46.16 13.304 1.881
Compass Reading First Generation 36 83.47 7.439 1.240
Second Generation 39 78.03 8.3 14 1.331
Total 75 80.64 8.317 .960
Compass English First Generation 17 69.71 20.721 5.025
Second Generation 29 79.97 12.45 1 2.3 12
Total 46 76.17 16.559 2.441
Compass Math => 37 Passing; Compass Reading > 78 Passing;
Compass English > 64 Passing
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RQI4: Is there a significant relationship between the students’ high school grade
point average and their LS end of course grades and COMPASS exit
exam scores?
A Spearman correlation was conducted to analyze the relationship between the
variables. The data with respect to this research question are shown in Table 16. In the
table, the following variable students’ high school grade point average was significantly
related to students’ Compass Math exit exam score which had a correlation of r(50) =
0.355, p = 0.012. Students’ high school grade point average was significant at 0.05 (the
calculated value being 0.0 12 < .05). Students’ Compass Reading exit exam score had a
correlation of r(74) = 0.122, p = 0.296 with students’ high school grade point average
which was not significant at 0.05 (the calculated value being 0.296> .05). Students’
Compass English exit exam score had a correlation of r(46) 0.141, p = 0.349 with
students’ high school grade point average which was not significant at 0.05 (the
calculated value being 0.349> .05). There was a significant relationship with students’
high school grade point average and students’ Compass Math exit exam scores. The
results indicated that students who had better Compass math score were more likely to
have a higher overall GPA. There was no significant relationship with students’ GPA
and students’ Compass Reading and English exit exam scores. The researcher noted that
Compass Reading and English exam scores had a non-uniform distribution which could
have resulted in a type I error.
Is there a significant relationship between students’ High School GPA and
students’ Math, Reading and English grades? A Spearman correlation was conducted to
analyze the relationship between the variables. The data with respect to this research
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question are shown in Table 17. In the table, the following variable students’ HSGPA
was not significantly related to students’ Math grade had a correlation of r(58) = 0.0 18, p
= 0.894. The students’ HSGPA and was not significant at 0.05 (the calculated value
being 0.894> .05). Students’ Reading grade had a correlation of r(77) 0.274, p = 0.015
with students’ HSGPA and was significant at 0.05 (the calculated value being 0.015 <
.05). Students’ English grade had a correlation of r(79) = 0.000, p = 0.999 with students’
HSGPA and was not significant at 0.05 (the calculated value being 0.999> .05). There
was a significant relationship with students’ HSGPA and students’ Reading grades.
There was no significant relationship with students’ HSGPA and students’ math and
English grades. The results indicated that students who had better math grades were
more likely to have a higher overall HSGPA.
RQ15: Is there a relationship between students’ Learning Support grades and
their Compass Math, Reading and English exit exam scores?
A Spearman correlation was conducted to analyze the relationship between the
variables. The analysis used only students with grades of “C” or better in math, reading,
and English LS courses. Students who received a “D” or “F” did pass the LS course and
did not take the Compass exit exams, thus a correlation could not be made. The data with
respect to this research question are shown in Tables 33 through 36.
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Table 33
Correlation ofStudents’ Grades and Students Compass Tests
Compass Compass Compass
Math Reading English
Spearman’s rho Math Grade Correlation Coefficient .244
Sig. (2-tailed) .102
N 46
Reading Grade Correlation Coefficient -.044
Sig. (2-tailed) .716
N 70
English Grade Correlation Coefficient .004
Sig. (2-tailed) .981
N 40
** Correlation is significant at the 0.01 level (2-tailed).
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Table 34
Descriptive Comp Math * Math Grade
Math Grade
C B A Total
Comp Math Failed Count 5 4 0 9
% within Math Grade 29.4% 19.0% .0% 19.6%
Passed Count 12 17 8 37
% within Math Grade 70.6% 81.0% 100.0% 80.4%
Total Count 17 21 8 46
% within Math Grade 100.0% 100.0% 100.0% 100.0%
Table 35
Descriptive Compass Reading * Reading Grade
Reading Grade
C B A Total
Compass Failed Count 1 8 13 22
Reading %withinReadingGrade 12.5% 38.1% 31.7% 31.4%
Passed Count 7 13 28 48
% within Reading Grade 87.5% 61.9% 68.3% 68.6%
Total Count 8 21 41 70
% within Reading Grade 100.0% 100.0% 100.0% 100.0%
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Table 36
Descriptive Compass English * English Grade
English Grade
C B A Total
Compass English Failed Count 1 3 0 4
% within English Grade 6.7% 16.7% .0% 10.0%
Passed Count 14 15 7 36
% within English Grade 93.3% 83.3% 100.0% 90.0%
Total Count 15 18 7 40
% within English Grade 100.0% 100.0% 100.0% 100.0%
In Table 33, the following variable students’ Compass Math was not significantly
related to students’ math grade had a correlation of r(46) = 0.24 1, p 0.102. (the
calculated value being 0.894> .05). Students’ Reading grade had a correlation of r(70)
-0.044, p = 0.7 16 with students’ Compass Reading test was not significant at 0.05 (the
calculated value being 0.716> .05). Students’ English grade had a correlation of r(40)
0.009, p = 0.98 1 with students’ Compass English was not significant at 0.05 (the
calculated value being 0.981 > .05). There was no significant relationship with students’
Compass exit exams and students’ math, reading, and English grades. Although there
was no significant relationship between students LS grades and rather a student passed or
failed the Compass tests. A majority of students who received a “C” grade or better in
the ES course passed the Compass tests (see Tables 34, 24 35, and 36). The results
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indicated that students who received a “C” were just as likely to pass the Compass exit
exam as a student with a grade of “B” or more. The results indicated that there is no
dependency on students’ grades and rather a student passed the Compass exit exam.
Since, there was no relationship between students’ whom had a “C” or better grade and
those students that passed or failed the Compass exit exams no further analysis was done
on students’ grades as a student success factor. As a result, the factors that impact
students’ performance on the Compass exit exams were the focus as a predictor of
students’ success.
Curriculum Alignment
In order to evaluate the curriculum alignment of the Learning Support MATH
courses with the COMPASS exit exam, the researcher compared the objectives of the
COMPASS exit exam with the objectives for the LS courses listed on the college’s
website and the actual syllabi used by the instructors teaching the LS courses. A chart
that lists those objectives is in Appendix A. In an effort to show the commonality among
the three sources, the matching objectives are capitalized and bolded. Integers are one of
the objectives on the COMPASS exit exam and also an objective on the college’s website
and professors one and two. If a perfect alignment were to occur, then all of the
objectives should match across the chart.
The first comparison was done between the COMPASS math exam objectives and
the college’s LS objectives listed on the website. The COMPASS math exam has 29
objectives broken down between five subjects: pre-algebra, algebra, college algebra,
geometry, and trigonometry. Out of the 29 COMPASS math exam objectives, the college
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only has nine objectives that match: integers, functions, basic operations polynomials,
linear equations one variable, exponents, radicals, linear equations two variables, and
rational expressions. In addition, there could be a possible match of objectives from the
college’s MATH 0097 and the COMPASS math exam. In MATH 0097, one of the
objective states “selected geometry concepts.” On the COMPASS math exam, it lists six
objectives that fall under geometry: arithmetic and geometric sequences and series,
matrices (basic operations, equations, and determinants), triangles (perimeter, area,
Pythagorean theorem), circles (perimeter, are, arcs), angles (supplementary,
complementary, adjacent, vertical), and rectangles (perimeter, area). A person could
assume that that the “selected geometry concepts” are the same ones that are covered on
the COMPASS math exam. If this assumption is correct, then at the most, there would
be fifteen common objectives between the COMPASS math exam and what the college
states are their objectives for their LS MATH 0097 and MATH 0098 courses. That
comes out to be a 51% curriculum alignment between those two sources.
The second comparison was done between what the college states are the
objectives of LS MATH 0097 and MATH 0098 and the instructors’ objectives as stated
on their syllabi. Only MATH 0098 instructors were used for this study so the objectives
should only match for the college’s MATH 0098 objectives. Three MATH 0098
instructors provided the researcher with a copy of their syllabus. The chart shows that
instructors 1 and 2 both share the same objectives, and these objectives match the
objectives listed on the college’s website for MATH 0098 with the exception of three
additional objectives that the instructors added: operations with radicals and complex
numbers, geometric concepts, and calculator usage. Moreover, there is a 100% alignment
135
in curriculum for what the college states are the objectives of MATH 0098 and the first
two instructors. Instructor 3 actually infused some of the college’s MATH 0097
objectives (linear equations, factorable polynomials, and solving linear equations two
variables) in with her objectives for her MATH 0098 course. If those three objectives are
excluded from the nine objectives that were considered to be matching objectives, then
that leaves six out often matching objectives between instructor 3 and what the college
states are the MATH 0098 objectives. This is a 60% alignment in curriculum for what
the college states are the objectives of MATH 0098 and the third instructor.
The last comparison was completed between what COMPASS math exam
objectives and the objectives stated on the instructors’ syllabi. Instructors 1 and 2 had 13
out of 29 matching objectives with the COMPASS math exam. This number includes
where the instructors listed “geometric concepts” on their syllabus under the assumption
from the researcher that those concepts include the following: arithmetic and geometric
sequences and series, matrices (basic operations, equations, and determinants), triangles
(perimeter, area, Pythagorean theorem), circles (perimeter, are, arcs), angles
(supplementary, complementary, adjacent, vertical), and rectangles (perimeter, area).
The other seven matching objectives include rational expressions, functions, integers,
exponents, radicals, systems of equations (assuming this is the same thing as linear
equations two variables), and complex numbers. This is a 45% curriculum alignment of
instructors 1 and 2 and the COMPASS math exam. Instructor 3 had ten out of twenty-
nine matching objectives with the COMPASS math exam: functions, linear equations,
radicals, factoring polynomials, linear equations two variables, complex numbers,
exponents, integers, Pythagorean Theorem, and rational expressions. This is a 34%
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alignment of the curriculum of instructor three’s objectives with the COMPASS math
exam.
In summary, the only perfect curriculum alignment that was found was between
what the college states should be taught and what instructors 1 and 2 state are their
objectives for the MATH 0098 they teach. There was no curriculum alignment between
the objectives of the COMPASS math exam and what the college lists as the objectives of
the Learning Support courses or what any of the instructors list as the objectives of their
MATH 0098 course. The researcher must note that there was no instructors’ syllabus
examined from MATH 0097 for curriculum alignment.
In order to evaluate the curriculum alignment of the Learning Support READING
courses with the COMPASS reading exit exam, the researcher compared the objectives of
the COMPASS exit exam with the objectives for the LS reading courses listed on the
college’s website and the actual syllabi used by the instructors teaching the LS reading
courses. A chart that lists those objectives can be found in Appendix B. In an effort to
show the commonality among the three sources, the matching objectives are capitalized
and bolded. Because the wording of the objectives is ambiguous, the researcher was left
to interpret the meanings of the objectives and find similarities among them in order to
match them.
The first comparison was done between the COMPASS reading exam objectives
and the college’s reading objectives listed on the website. The COMPASS reading exam
has six broad objectives. The first objective is reading comprehension which is broken
down into two categories, Referring (pose questions about material explicitly stated in the
passage) and Reasoning (proficiency at making appropriate inferences, developing a
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critical understanding of the text, determining the specific meanings of difficult,
unfamiliar, or ambiguous words based on surrounding context), vocabulary and reading
profile. Out of six COMPASS reading exam objectives, the college has three matching
objectives. Here are the objectives that were perceived by the researcher to be a match:
COMPASS Reading
Reasoning (proficiency at making
Appropriate inferences)
Reasoning (developing critical
understanding of the text)
Vocabulary
College READ 0098
Inferential, interpretive, and critical
reading comprehension strategies
Analysis, synthesis, and evaluation of text
College’s READ 0097 and
READ 0098 Objectives
Inferential, interpretive, and critical reading
comprehension strategies
Analysis, synthesis and evaluation of text
Instructor #1’s READ 0098
Analyze valid arguments and draw logical
inferences and conclusions
Synthesize text by summarizing and
Paraphrasing
Vocabulary strategies
The second comparison was done between the objectives listed on the college’s
website for the READ 0098 class and the instructors’ objectives for the READ 0098
course. The college listed three main objective for the READ 0098 course of which
instructor one had three closely matching objectives which would yield a 100%
curriculum alignment for this instructor. They included the following:
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College READ 0098 Instructor #1’s READ 0098
Efficient reading, study, and test taking skills Use effective test taking strategies;
Demonstrate a variety of study skills such as
SQ3R.annotating, mapping, and outlining
Instructor #2 had what was interpreted to be one matching objectives with the two
of the college’s objectives that included the following:
Instructor #2’s READ
College READ 0098 0098 Objectives
Inferential, interpretive, and critical reading Analysis, inference, and the Literary
Comprehension strategies Discoveries Portfolio. Application: Complete
Patterns of organization exercises, work on
Literary Discoveries Portfolio, Complete
Inferences exercises, and review for final
Exam and Compass
Analysis, synthesis, and evaluation of text
The last comparison of objectives was done between the COMPASS reading
exam and the instructors. Instructor #1 and the COMPASS reading exam had what was




Reasoning (proficiency at making appropriate
inferences)
Reasoning (developing a critical understanding
of the text)
Reasoning (determining the specific meanings
of difficult unfamiliar, or ambiguous words
based on surrounding text
Instructor #1’s READ
0098 Objectives
Analyze valid arguments and draw logical
inferences and conclusions
Synthesize text by summarizing and
paraphrasing
Determine word meaning using context clues,
structural analysis and skills, and dictionary
Skills
Instructor #2 and the COMPASS reading exam had what was interpreted by the
researcher as having three matching objectives giving instructor #2 a 50% curriculum
alignment as well.
COMPASS Reading Objectives
Referring (questions about material explicitly
stated in passage





Unit III — Main Ideas, Literal Comprehension
and the Dracula Portfolio...
Unit IV — analysis, Inference, and the Literary
Discoveries Portfolio
Unit II - Vocabulary
In summary, there is no exact match in the alignment of the curriculum of the
Learning Support reading courses and the COMPASS reading exit exam. It appears that
the instructors are teaching at least half of the knowledge and skills that the students need
to pass the COMPASS reading exit exam.
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In order to evaluate the curriculum alignment of the Learning Support ENGLISH
courses with the COMPASS writing exit exam, the researcher compared the objectives of
the COMPASS exit exam with the objectives for the LS English courses listed on the
college’s website and the objectives listed on the syllabi used by the instructors teaching
the LS English courses. A chart with those objectives can be found in Appendix C.
Effective fall 2011 semester, the ENGL 0098 and ENGL 0099 course have been
combined to one course ENGL 0099; however, the objectives for the course listed on the
college’s website have not been updated. In an effort to show the commonality among
the three sources, the objectives are matched according to fonts and/or shading. Because
the wording of the objectives is different among the sources, the researcher was lefi to
interpret the meanings of the objectives and find similarities among them in order to
match them.
The first comparison was done between the COMPASS writing exam objectives
and the college’s English objectives listed on the website. The COMPASS writing exam
has eight broad objectives including the following: punctuation, spelling, capitalization,
usage, verb formation/agreement, relationships of clauses, shifts in construction, and
organization. Out of eight COMPASS writing objectives, the college has, what was
interpreted by the researcher, as a match for each objective. These matching objectives
include the following:
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College’s ENGL 0098 and








The second comparison was done between the objectives listed on the college’s
website for the ENGL 0098 and ENGL 0099 objectives and the objectives of the
instructors. The college listed twelve objectives for the ENGL 0098 and ENGL 0099
courses; however, three of those objectives are the same for ENGL 0098 as they are for
ENGL 0099. The researcher is matching the objective called effective sentence
construction from ENGL 0098 with the objective called grammar from ENGL 0099,
therefore making the total number of objectives for this comparison, nine. Both
instructors share the same objectives for their ENGL 0099 courses. Out of nine
objectives, the instructors had five matching objectives giving them a 55% curriculum
alignment with the objectives the college listed for ENGL 0098 and ENGL 0099. The
matching objectives are as follows:
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Instructor 1 and @‘s ENGL
College’s ENGL 0098 and 0099 0099 Objectives
Idea generation/Generating ideas Use a variety of methods for generating
ideas; Use a variety of methods for
developing ideas
Paragraph development/Developing Construct controlling idea statements for
Paragraphs paragraphs; Write a series of related
paragraphs supporting one controlling
idea; Use a variety of methods for writing
introductory paragraphs; Use a variety of
methods for wring concluding paragraphs;
Use a variety of coherence devices within
Paragraphs
Organizing Ideas Use a variety of strategies for organizing
ideas; Show relationships between ideas
by using a variety of sentence structure;
Show relationships between ideas by
using a variety of sentence beginnings
Using Transitional Devices Use a variety of coherence devices between
Paragraphs
Essay Writing Construct controlling idea statements for
Essays
The last comparison of objectives was done between the COMPASS writing
exam and the instructors’ objectives. Out of eight objectives, there was only matching
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objective found between the two sources giving the instructors a 12% curriculum
alignment with the COMPASS writing exam.
COMPASS Writing Objectives Instructor’s ENGL 0099 Objectives
Organization Use a variety of strategies for organizing
ideas; Show relationships between ideas
by using a variety of sentence structure;
Show relationships between ideas by
using a variety of sentence beginnings
In summary, there is no exact match in the alignment of the curriculum of the
Learning Support English courses and the COMPASS writing exit exam. The instructors
are share the same objectives for their courses which appear to be closely related to what
the college listed as the objectives for the ENGL 0098 and ENGL 0099 courses.
However, the instructors are not covering the objectives that the students are being tested
on COMPASS writing exam. The researcher does acknowledge that the instructors may
be infusing some of these objectives into their lessons as they go even though they are
listed on their syllabi.
CHAPTER VI
FINDINGS, IMPLICATIONS, AND RECOMMENDATIONS
Findings
The data showed that there was no relationship between students’ grades and
whether or not a student passed or failed the Compass Math, Reading and English exam
respectfiully. The data showed that the student demographic variables had a more
significant relationship with the students’ Compass exam performance. In terms of the
student demographic variables: student status, enrollment, caregiver status, generational
status, and High School GPA had a significant relationship with the student Compass
exams. The data showed that there was no relationship with students’ responses on the
survey in terms of Helpfulness of the HEDS 101 1 Course, Curriculum Alignment of the
Learning Support Courses, Helpfulness of Academic Advising, Instructional Delivery in
the Learning Support Courses, Academic Self-Efficacy and their end of course grades in
Math, Reading and English. The data analysis indicated that there was no relationship
with students’ responses on the survey in terms of Helpfulness of the HEDS 1011
Course, Curriculum Alignment of the Learning Support Courses, Helpfulness of
Academic Advising, Instructional Delivery in the Learning Support Courses, Academic
Self-Efficacy and their performance on the Compass exit exams. However, there was a
significant but somewhat weak inverse relationship with students’ responses in regards to
academic advisement and their performance on the Compass Reading exit exam. The
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data showed that students who had a lower perception of the academic advisement
support performed better on the Compass Reading exam. There was no relation with the
academic advisement and the Compass Math and English exams. The data found that
there were no significant relationship between the number of learning support areas or the
number of learning support courses a student was required to take and their Compass exit
exam performance. The use of the learning and tutor center had a significant relationship
with students in practicing for the Compass exams and their performance on the Compass
Reading exam. The data showed that students who indicated that it helped with their
practice did better on the Compass Reading exam. There was no significant relationship
with Compass Math and English exams scores.
RQ 1: Is there a significant relationship between the curriculum alignment of
the Learning Support courses and students’ end of course grades and
COMPASS exit exam scores?
There was no significant relationship with the curriculum alignment of the
learning support courses and students’ Compass exit exam scores. Is there a significant
relationship between the curriculum alignment of the learning support courses and
students’ Math, Reading and English grades? There was no significant relationship with
the curriculum alignment of the learning support courses and students’ Math, Reading,
and English grades. However, based on the review of the objectives of the Learning
Support courses listed on the college’s website compared to the objectives listed on the
syllabi of the instructors teaching the Learning Support courses versus the objectives of
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the COMPASS exit exams, there was very little curriculum aligmnent between them all.
The findings were as follows:
• Between the COMPASS math exam and Instructors 1 and 2, there was a 45%
curriculum alignment. Instructor 3 had a 34% curriculum alignment.
• Between the COMPASS reading exam and Instructors 1 and 2, there was a
50% curriculum alignment.
• Between the COMPASS writing exam and Instructors 1 and 2, there was a
12% curriculum alignment.
RQ2: Is there a significant relationship between the students’ perceptions of the
helpfulness of the REDS 1011 course and their LS end of course grades
and COMPASS exit exam scores?
There was no significant relationship with students’ perceptions of the helpfulness
of the REDS 1011 course and students’ Compass exit exam scores. Is there a significant
relationship between students’ perceptions of the helpfulness of the REDS 1011 course
and students’ Math, Reading and English grades? There was no significant relationship
with the students’ perceptions of the helpfulness of the REDS 1011 course and students’
Math, Reading, and English grades.
RQ3. Is there a significant relationship between the purpose, frequency, and
helpfulness of the Learning and Tutoring Center and students’ LS end of
course grades and COMPASS exit exam scores?
There was a significant relationship between LTC to help me practice the
Compass exams and the Compass Reading exit exam scores. Students who did not use
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LTC to help practice for Compass exam had a greater percentage of students who passed
the Compass Reading exit exam. There was no significant relationship between LTC to
help me practice the Compass exams and my LS Compass Math and English.
• There was no significant relationship between the LTC to help pass my
learning support courses and the Compass Math, Reading, and English exit
exam scores.
• There was no significant relationship between LTC frequency of use and
Compass Math, Reading and English exit exam.
• There was no significant relationship between the use tutors in the LTC to
help me with my LS courses with my LS Compass Math, Reading, and
English.
RQ4: Is there a significant relationship between students’ perceptions of the
helpfulness of academic advising and students’ LS end of course grades
and COMPASS exit exam scores?
There was an inverse significant relationship with students’ perceptions of the
helpfulness of academic advising and students’ Compass reading exit exam scores. The
strength of the relationship was weak. The relationship was inversed which means that
the higher the response of the students in terms of academic advising survey responses
the more likely lower the Compass Reading exam scores. There was no significant
relationship between students’ perceptions of the helpfulness of academic advising and
students’ Compass Math and English exit exam scores. Is there a significant relationship
between students’ perceptions of the helpfulness of academic advisement and students’
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Math, Reading and English grades? There was no significant relationship with the
students’ perceptions of the helpfulness of academic advisement and students’ Math,
Reading, and English grades.
RQ5: Is there a significant relationship between the instructional delivery in the
Learning Support courses and students’ LS end of course grades and
COMPASS exit exam scores?
There was no significant relationship with instructional delivery in the learning
support courses and students’ Compass exit exam scores. Is there a significant
relationship between instructional delivery in the learning support courses and students’
Math, Reading and English grades? There was no significant relationship with the
instructional delivery in the learning support courses and students’ Math, Reading, and
English grades.
RQ6: Is there a significant relationship between the students’ academic self-
efficacy and their LS end of course grades and COMPASS exit exam
scores?
There was no significant relationship with students’ academic self-efficacy and
students’ Compass exit exam scores. Is there a significant relationship between students’
academic self-efficacy and students’ Math, Reading and English grades? There was no
significant relationship with students’ academic self-efficacy and students’ Math,
Reading, and English grades.
RQ7: Is there a significant relationship between the number of areas of
Learning Support a student are required to take and their LS end of
course grades and COMPASS exit exam scores?
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There was no significant relationship between the number of areas of learning
support a student are required to take and Compass Math, Reading and English exam
scores.
RQ8: Is there a significant relationship between the number of Learning
Support courses a student are required to take and their LS end of course
grades and COMPASS exit exam scores?
There was no significant relationship between the number of learning support
courses a student are required to take and Compass exit exam scores.
RQ9: Is there a significant relationship between the students’ student status and
their LS end of course grades and COMPASS exit exam scores?
There was a significant relationship between the students’ status and their
Compass Math exit exam scores. The results indicate that traditional students’ were more
likely to pass the Compass Math exam than non-traditional students. There was no
significant relationship between the student status and their Compass Reading and
English exit exam scores.
RQ 10: Is there a significant relationship between the students’ enrollment status
and their LS end of course grades and COMPASS exit exam scores?
There was a significant relationship between the students’ enrollment status and
their Compass Math and English exit exam scores. The results indicated that students’
enrolled part-time were more likely than full-time students to pass the Compass Math exit
exam, while students’ enrolled full-time were more likely than part-time students to pass
the Compass English exit exam. There was no significant relationship between the
students’ enrollment status and their Compass Reading exit exam scores.
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RQ 11: Is there a significant relationship between the students’ employment
status and their LS end of course grades and COMPASS exit exam
scores?
There was no significant relationship between the students’ employment status
and their Compass Math, Reading, and English exit exam scores.
RQ 12: Is there a significant relationship between the students’ caregiver status
and their LS end of course grades and COMPASS exit exam scores?
There was a significant relationship between the students’ caregiver status and
their Compass Math exit exam scores. The results indicate students’ that were not
caregivers were likely to pass the Compass Math exam. There was no significant
relationship between the students’ caregiver status and their Compass Reading and
English exit exam scores.
RQ 13: Is there a significant relationship between the students’ generational
status and their LS end of course grades and COMPASS exit exam
scores?
There was a significant relationship between the students’ generational status and
their Compass Math, Reading and English exit exam scores. The results indicate that
students that were second generational college students were likely to pass the Compass
Math, Reading, and English exam.
RQ 14: Is there a significant relationship between the students’ high school grade
point average and their LS end of course grades and COMPASS exit
exam scores?
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There was a significant relationship with students’ high school grade point
average and students’ Compass Math exit exam scores. The results indicated that the
higher the students’ HSGPA the higher the students’ Compass Math scores. There was
no significant relationship with students’ high school grade point average and students’
Compass Reading and English exit exam scores. Is there a significant relationship
between students’ HSGPA and students’ Math, Reading and English grades? There was
a significant relationship with students’ HSGPA and students’ Math grades. There was
no significant relationship with students’ HSGPA and students’ Reading, and English
grades. The results indicated that students who had better math grades were more likely
to have had a higher overall HSGPA.
RQ15: Is there a relationship between students’ Learning Support grades and
their Compass Math, Reading and English exit exam scores?
There was no significant relationship with students’ Compass exit exam scores
and students’ Math, Reading, and English grades. Although there was no significant
relationship between students LS grades and whether or not they passed or failed the
Compass tests, a majority of students who received a “C” grade or better in the LS course
passed the Compass tests. The results indicated that students who received a “C” were
just as likely to pass the Compass exit exam as a student with a grade of “B” or better.
The results indicated that there is no dependency on students’ grades and whether or not a
student passed the Compass exit exam. Since, there was no relationship between
students’ whom had a “C” or better grade and those students that passed or failed the
Compass exit exams no further analysis was done on students’ grades as a student
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success factor. As a result, the factors that impact students’ performance on the Compass
exit exams were the focus as a predictor of students’ success.
Implications
Curriculum Alignment
The implications for the curriculum alignment findings are as follows: The
students’ answers to the questions on the survey indicate that they felt the curriculum of
the Learning Support courses were aligned with the COMPASS exam. Perhaps, the
students were unaware of the objectives of the COMPASS exam and were under the
assumption that the courses would be aligned with the exam. Based on the findings of
the researcher, the larger implication is that there is a gap between what students are
expected to know in order to pass the COMPASS exit exam and what is being taught in
the Learning Support courses. Some people may argue that by aligning the curriculum of
the Learning Support courses with the COMPASS exam, the instructors would be
teaching to the test. This statement would be true. However, if the students are required
to re-take the same exam that placed them into Learning Support and pass it in order to
successfully exit Learning Support, then the college has a responsibility to prepare them
to pass the exam. The problem with this is that some students are being placed into
Learning Support based on their COMPASS exam scores, then taking the LS courses,
then re-taking the COMPASS exam to get out of LS and failing the exam. When this
happens to a student, he or she has to re-take the class and start all over again. This starts
the cycle of students re-taking the class until they either finally pass the COMPASS exam
or, give up or drop out of school, or get put out of school.
153
Learning and Tutoring Center
The implications for the LTC findings suggest that there is something is going
wrong when the students use the LTC to help them practice for the COMPASS exam.
The Director of the Learning and Tutoring center for the Newton campus advised the
researcher that when students come into the LTC to practice for the exam, they log onto a
computer and take any exam they wish to take. The students can take the practice exam
as many times as they like. The problem is that the students are given the same practice
exam each time they take it. This may lead the students to have a false sense of security
about passing the real exam depending on how many times they take the same practice
exam. After taking the same exam several times, a student’s score may improve each
time, although they are not necessarily improving certain skill sets. The Director also
informed the researcher that the students can also take a diagnostic COMPASS exam
which gives the students a printout of the skills areas where they are weak. However, the
students are only allowed to take the diagnostic exam twice per semester. The reason for
this limit is because the college is charged two dollars by the ACT Corporation each time
a student takes a diagnostic COMPASS exam. Moreover, the director of the LTC
recommends that the instructors bring their students in during the beginning and the end
of the semester to track student improvement. It is left up to the instructors whether or
not they bring their students into the LTC to complete the diagnostic exam. The only
other way the students would know about this option to take the diagnostic exam is if a
representative from the LTC visits the instructors’ classes (upon permission from the
instructor) to promote the services offered by the LTC. The larger implications are as
follows:
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• Students are not being referred to the LTC by their instructors or their
advisors.
• Students are not aware of the diagnostic COMPASS exam that is available for
them to take. Perhaps the college does not promote this information due to
the cost to the college.
Academic Advising
The implications for the findings of the data suggest that even though the
students’ responses were favorable overall in reference to the academic advising they
were receiving, the academic advising process is not having an impact on the success of
Learning Support students. In as much as LS students are required to see an academic
advisor prior to being able to register for their courses, the academic advisors have the
potential to have more of a positive effect on LS student success. Other than their
instructors, the academic advisors may be the only other university employee in which
the student comes in contact. Noel (1989) indicated that academic advising may be a
college’s only service that ensures that students have a personal, one-on-one contact with
a university employee.
Student Status
The implications for student status are not surprising based on the fact that
nontraditional students did not enroll immediately into college after high school. Math is
a subject that requires students to rely on their memory of various formulas and methods
for solving problems. It is more likely that formulas and methods for problem solving
would be fresher on the minds of students who just recently graduated from high school
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as opposed to students who graduated from high school a considerable time ago. The
implications are that the nontraditional students are at a distinct advantage when it comes
to Learning Support math. Whereby the material being taught in the Learning Support
math courses may seem like a review for a traditional student, for a nontraditional
student, it could seem like starting from scratch.
Caregiver Status
The implications for the finding of caregiver status are not favorable for the
students who have children and are the primary caregiver. The Learning and Tutoring
Center for the college being researched conducted a student satisfaction survey during the
spring of 2011. One question asked the students, “For which subjects are you requesting
assistance?” Out of the 300 students that answered this question, 266 responded math.
The next highest amount was 154 students that answered English/Communications!
Humanities. This indicates that students request tutoring for math more than any other
subject. In terms of the students with children, they may not have the additional time
after class to seek additional assistance from the LTC to help with their math courses and
the COMPASS exit exam. Also for the students with children, once they leave school,
any free time that they may have for studying may be limited depending on the number of
children, their ages, and the type of support they have at home.
Generational Status
It is not surprising that students considered second generational college students
would perform better all-around than first generation college students. Prior research
from various scholars has shown this to be true in the past. Students that have role-
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models such as a parent or even a sibling that have graduated from college have distinct
advantages over students who do not. Students with parents or siblings that have
graduated from college have someone to help them navigate through the college process
including class selection, registration, and financial aid procedures to name a few. In
addition, the parents and siblings with degrees provide extra motivation to the students to
complete their degrees as well. They can also provide the second generation students
with information in regards to pitfalls to avoid based on their college experiences. First
generation college students do not have these benefits for they are the trailblazers of their
families.
High School Grade Point Average
The findings in regards to the HSGPA and the COMPASS math scores make
sense. In general, it is expected that students who performed better in high school would
perform better in college. The implications are that students who did not perform as well
in high school and tested into Learning Support math are at a disadvantage when it comes
to successfully exiting LS math. Perhaps these students were lacking in some basic
fundamental math skills in high school which caused them to test into Learning Support
math. In reviewing the objectives of the COMPASS math exam, students are being
tested on some fundamental math concepts like fractions, decimals, and averages which
are basically no more than a version of addition, subtraction, multiplication, and division.
If these students are lacking in these fundamental skills, then it will be difficult for them
to learn the more complicated math concepts like factoring polynomials. Math is a
subject that builds with each skill and progressively gets more difficult as you go.
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Recommendations for College Administrators
Curriculum Alignment
The recommendations for the Chairs of the Math and Humanities departments
along with the Director of Learning Support are as follows:
• Review the objectives of each COMPASS exam, the objectives of the college
and the objectives of the instructors. Compare and contrast these objectives.
• Take each objective from the COMPASS exam and use this to write the
objectives for the Learning Support courses.
• Work with the instructors to develop lessons and activities that support these
objectives.
• Require all instructors have the same objectives and teach the same lessons and
activities. This gives students the chance to learn the same material no matter
which instructor with whom they choose to take for the course.
• Update the college’s website to ensure that there is no confusion about what is
being taught in these courses.
Learning and Tutoring Center
The recommendation for the Chairs of the Mathematics and Humanities
departments are as follows:
• Require that each Learning Support instructor take their class to the Learning
and Tutoring center twice per semester to take the COMPASS diagnostic exam.
This will allow the students and the instructors the opportunity to evaluate the
areas where the students are weak. This would allow the instructors to develop
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a strategic plan to help these students build up their skills in these areas by
incorporating them into the lessons. In addition, the instructors should be able
to find additional resources, like worksheets, that address these skills. This will
allow them to practice on their own outside of class. The students may even be
encouraged to work with the tutors from the LTC on these particular skills
where they are weak.
• Have a representative from the LTC visit each Learning Support class during
the first week in each semester to promote the services offered by the LTC.
• After midterm, if a student is not passing a LS course, the student is required to
attend tutoring in the LTC at least one hour per week in that subject area.
Academic Advising
Recommendations for the Director of Advising, Counseling, and Retention
Services would include the following:
• Hire and train academic advisors specifically to work with LS students.
Advisors hired to work with LS students will be required to go through a two
week extensive training whereby the advisors learned the rules, regulations and
methods of the general advising process the first week and learn all of the
Learning Support rules and regulations the second week. This would prevent
any advisor from being unprepared to work with such a sensitive group of
students.
• Require that students report to their assigned LS advisors prior to being able to
register for their courses until they successfully exited Learning Support. After
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which, they will be assigned a regular advisor until degree completion and/or
transfer to a four-year university. The LS advisors would then be required to
advise students on the best course selection.
• LS advisors should be required to explain the Learning Support rules with the
students each time they come in for advising. This keeps the students informed
on any changes that may have occurred that could possibly affect them.
• LS advisors would be required to promote the use additional academic
resources during each visit from a LS student including the use of the LTC,
attending Student Success Series workshops facilitated by the academic
advising department, or any other academic resources deemed necessary by the
advisor.
Student Status
The recommendations for the Chair of the mathematics department are as follows:
• Designate separate LS math courses for students who are considered
nontraditional. Perhaps these classes can be taught at a slower pace with more
emphasis on review at the beginning of each class period. In addition, these
particular LS math classes for the nontraditional students would be offered at
times more convenient to nontraditional students who may work during the day
and go to school at night.
• Recommend that all students who identif~,r themselves as nontraditional
students register for the LS math courses designated for them.
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Caregiver Status
The recommendations for the Vice President of Student Affairs are as follows:
• Consider opening up child care facilities on the larger campuses. There are
some postsecondary colleges that have opened child care facilities on campus
as a convenience for their students. This undertaking could prove to be
extremely difficult to implement due to facility, personnel and budget
constraints.
• Develop and distribute a list of outside, surrounding child care resources
located near each campus. Examples of such resources include local churches,
Boys and Girls clubs, community centers, or high schools that have free or low
cost after school programs where students can drop off their children to free up
additional study time.
• Each time a student enters the college and is placed into Learning Support, the
students will be given a list of the available child care services located near the
campus. This list will be given to them in their packet of information during
their orientation session. In addition, LS advisors will keep these child care
information sheets in their offices to give to students during the registration
process.
Generational Status
The recommendation for the Deans of Students is as follows:
• Develop a peer mentoring program for LS students. First generation college
students would benefit from having someone who they can establish a
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relationship with and reach out to for guidance when they do not want to come
in for advising. Students may feel more comfortable talking to another student
as opposed to an employee of the college. In addition, if there is a student who
has been in their shoes that is successfully navigating through the college
process, then they may be able to relate better to them than to their instructors
or advisors. If the college does not want to create a new peer mentoring
program, then it can transition its STAR leaders program into a peer mentoring
program by recruiting more STAR leaders and turning it into a voluntary
endeavor as opposed to a paid one.
• Assign all first generational college students a peer mentor upon admission into
the college. The students will stay connected with their peer mentors until they
successfully exit Learning Support. After which, these students will be
encouraged to become peer mentors depending on the criteria.
The recommendation for the Director of Advising, Counseling and Retention
Services is as follows:
• Create and add a workshop to the Student Success Series designed especially
for first generational college students. In this workshop, the advisor will
discuss the possible challenges of first generation college students and methods
to effectively combat those challenges. This will give the advisors information
about issues the students may be facing that the college is unaware of and
develop methods to combat those issues.
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• First generation college students will be required to attend one Student Success
Series workshop designed for them per semester.
High School Grade Point Average
The recommendations for the Chairs of the math department are as follows:
• Develop a new curriculum for MATH 0097 that goes back and reviews some of
the basic math fundamentals like fractions, decimals, averages, percentages,
and equations. In reviewing the objectives for the COMPASS math exam,
these are some of the concepts the students are being tested on anyway.
• Develop a new curriculum for MATH 0098 that covers the remaining material
that the students will be tested on the COMPASS exit exam.
• Keep the two levels of Learning Support Math, MATH 0097 and MATH 0098.
Prior to the fall of 2011, there were two levels of Learning Support in all areas.
Now, math is the only area with two levels. Effective fall of 2012, the college
plans to eliminate the first level of LS math as well.
• Designate specific instructors that teach only Learning Support courses.
Currently, the instructors that teach LS courses teach college-level courses as
well. For example, there is a math instructor that teaches Learning Support
MATH 0098, college Algebra MATH 1111, and Calculus I MATH 2431 all in
the same semester. It may be difficult for instructors who are accustomed to
teaching students on a higher level to go back and forth between remedial and
high-level math courses. This may cause a problem for the students as well as
the instructors. As in secondary education, there are special education teachers,
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with specific knowledge, skills, and dispositions, who are hired to teach only
students with special needs. The same concept should be used in higher
education with the Learning Support students.
Recommendations for Future Research
If the recommendations made by the researcher are implemented by the college,
the further research will need to be conducted to evaluate the effectiveness of the
changes. Here is a list of possible future research studies:
• Evaluate the effectiveness of the new curriculum alignment on the success of
Learning Support students.
• Evaluate the relationship between students taking the COMPASS diagnostic
exam twice per semester on their COMPASS exit exam scores.
• Evaluate the relationship between academic advising and students’ success in
Learning Support.
• Compare and contrast the success of Learning Support students who use the
child care services near the college with Learning Support students who do not.
• Evaluate the effectiveness of the effects of the peer mentoring program on first
generation Learning Support students.
Policy Recommendations
Based on the results of the research, there are three major recommendations for
the Board of Regents of the University System of Georgia (USG):
1. Create uniform standards for the Learning Support program that all colleges in
the University System of Georgia must follow. Currently, there is a core set
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of standards that all USG schools must implement; however, each school has
the power to set higher standards than required by the System in admissions,
placement, and exit requirements. For example, the Board of Regents set a
minimum SAT-Verbal score of 430 and a 400 SAT-Math score students must
make in order to be exempt from Learning Support. The college in this study
raised the standards to a SAT-Verbal score of 480 and a 440 SAT-Math score.
The ability of a college to raise the standards set by the USG should be
eliminated. Each school in the USG should be required to follow the same set
of guidelines in regards to Learning Support. The only exception would be if
the college decides not to offer the Learning Support courses. However, if the
four-year college decides to offer Learning Support courses for students that
have been admitted on a conditional basis, they should be required to follow
the guidelines set by the USG for all schools. All community and technical
colleges should be required by the USG to offer Learning Support courses.
Many students select a community or technical college to begin their college
education because they did not meet the minimum academic requirements to
attend a four-year university.
2. Eliminate the COMPASS exit exam. When students successfully pass their
Learning Support courses by showing mastery over the material, they should
not be required to re-take the COMPASS exam to exit Learning Support. At
this time, students who take the COMPASS exit exam and fail it are required
to re-take the Learning Support course again. The results of the data revealed
that there were several students who made an A in their Learning Support
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reading course yet failed the COMPASS exit exam. There may be several
reasons that cause students to fail the exit exam. The researcher discovered
one of these reasons through the research and it is lack of curriculum
alignment between the LS courses and the COMPASS exam. Other reasons
that have not been investigated are test-taking anxiety that students may
experience or perhaps some students are simply not good standardized test
takers. There are several schools outside of the USG that do not require
students to take an exit exam to exit Learning Support. This should be the
rule for all postsecondary colleges in the state of Georgia. The bottom line is
if students pass their Learning Support courses, they should be allowed to
move on to their college-level courses.
3. Assess, evaluate, and complete the action plan Georgia created under the
American Diploma Project (ADP). In 1996, at the National Education
Summit, a bipartisan group of governors and corporate leaders created
Achieve, an independent bi-partisan, non-profit education reform
organization. In an effort to make college readiness a priority in the U.S.,
Achieve launched the ADP. Through ADP, governors, state education
officials, postsecondary leaders and business executives work together to
improve postsecondary preparation by aligning high school standards,
graduation requirements and assessment and accountability systems with the
demands of college. The Governor, Georgia Department of Education,
Department of Technical and Adult Education, University System of Georgia,
and leaders from the K- 12, college, business, and civic communities joined
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forces and created Georgia’s plan that was submitted to Achieve on January
23, 2006. The overall plan included the following steps on behalf of
Georgia’s students:
A. Standards: Align academic standards in high school with the
expectations for college and workplace success so that all students who
meet the standards are prepared for their next steps in life.
B. Course Requirements: Upgrade high school course requirements so that
all students are required to complete a college and work ready curriculum
in order to earn a high school diploma.
C. Assessment: Redesign selected high school tests in English and
mathematics so that they also serve as readiness tests for college and
work.
D. Accountability: Through the current accountability system (legislatively
approved), hold high school and colleges accountable for the success of
their students (American Diploma Project, 2005).
Summary
As evidenced by the results of the research, personal demographics tend to affect
students’ success more than anything specifically that the college is currently doing or
not doing. Such examples include students’ generational, student, caregiver, and/or
employment status. There is no way to separate a student from his or her issues;
however, college administrators have a responsibility to develop strategies to help combat
whatever issue may be impeding students’ success. When students are retained and
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graduate from college, it is a win/win situation for the states, the colleges, the employers,
the students, and the society as a whole. The state of Georgia had the right idea in joining
the American Diploma Project in order to align high school standards, graduation
requirements and assessment and accountability systems with the demands of college. In
a recent study, The Toolbox Revisited: Paths to Degree Completion from High School to
College, the U.S. Department of Education found that a rigorous high school curriculum
is the strongest indicator of post-secondary success. This is an important piece of the
puzzle when it comes to students entering college ready for the rigors of college. If
students leaving high school with the necessary knowledge, skills, and dispositions
needed to be successful in college, the number of students testing into Leaning Support
should drastically decrease. As it stands now, students in Georgia are leaving high school
unprepared. The second piece of the puzzle to students’ success is to create a team of
instructors and administrators to align the objectives of the Learning Support courses
with the objectives of the COMPASS exit exam if students are expected to re-take the
exam and pass it in order to successful exit Learning Support or eliminate the COMPASS
exit exam altogether. The third piece of the puzzle for students’ success is for the
University System of Georgia to create a uniform set of standards for Learning Support
that all schools within the USG must follow if they are going to offer Learning Support
courses. In conclusion, each student comes to college with a unique set of circumstances
and requires a unique recipe for success. Moreover, the last piece of the puzzle for
students’ success is for the Learning Support advisors to establish a case for each student
as he or she enters the college and create a personalized plan for success that address each




Instructors 1 and 2
Curriculum Alignment: COMPASS MATH
INSTRUCTORS
1 and 2
COMPASS Math COMPASS Math MATH 0098
Exit Exam Exit Exam MATH 0097 MATH 0098 OBJECTIVES
INTEGERS FUNCTIONS Real Number RATIONAL RATIONAL
Concepts EQUATIONS EXPRESSIONS
Fractions EXPONENTS Selected Geometiy Graphing Lines and Graphing Lines and
Concepts Parabolas Parabolas
Decimals COMPLEX LINEAR FUNCTION FUNCTION
NUMBERS EQUATIONS AND NOTATION NOTATION
INEQUALITIES IN
~__________ 1VARIABLE
Exponents, Square Arithmetic and Problem Solving INTEGER and INTEGER and
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Percentages Matrices (basic OPERATIONS ON Solving Absolute Solving Absolute
operations, POLYNOMIALS Value and Quadratic Value and Quadratic
equations, and Equations and Equations and
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Averages (mean, Triangles FACTORING Solving Rational and Solving Rational and
medians, and (perimeter, area, POLYNOMIALS RADICAL RADICAL
modes) Pythagorean Equations Equations
theorem)
Substituting values Circles (perimeter, INTEGRALCompon Problem Solving Problem Solving
area, arcs) ents Involving Linear Involving Linear
Equations Equations
Setting Up Angles GRAPHING QUADRATIC QUADRATIC
Equations (supplementaty, LINEAR EQUATIONS and EQUATIONS and
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adjacent, vertical) VARIABLES EQUATIONS IN 2 EQUATIONS IN 2
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BASIC Rectangles Writing Equations of Writing Equations of







COMPASS Math COMPASS Math MATH 0098
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NUMBERS
LINEAR Hybrid (composite) Geometric concepts
EQUATIONS shapes
ONE VARIABLE















COMPASS Math COMPASS Math MATH 0098
Exit Exam Exit Exam MATH 0097 MATH 0098 OBJECTIVES
INTEGERS FUNCTIONS Real Number RATIONAL Use algebraic




Fractions EXPONENTS Selected Geometiy Graphing Lines and Add, subtract,
Concepts Parabolas multiply, and divide
RATIONAL
EXPRESSIONS
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Substituting values Circles (perimeter, Integral Components Problem Solving Perform operations
area, arcs) Involving Linear with COMPLEX
Equations NUMBERS(exclud
ing division)
Setting Up Angles GRAPHING QUADRATIC Apply properties of
Equations (supplementary, LINEAR EQUATIONSand exponents with
complementary, EQUATIONS IN 2 Systems of INTEGRALand
adjacent, vertical) VARIABLES Equations in 2 rational
Variables EXPONENTS
BASIC Rectangles Writing Equations Perform the four
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Curriculum Alignment: COMPASS READING
COMPASS INSTRUCTOR 1 INSTRUCTOR 2
READING READING 0097 READING 0098 SYLLABUS SYLLABUS
Referring VOCABULARY INFERENTIAL, DETERMINE Unit I — Successful
(QUESTIONS ABOUT STRATEGIES Interpretive, and WORD MEANING Learning
MATERIAL critical reading USING CONTEXT Application = Complete
EXPLICITLY comprehension CLUES, online survey concerning
STATED IN strategies STRUCUTRAL stress and complete general
PASSAGE) ANALYSIS, AND knowledge quiz
DICTIONARY
SKILLS
REASONING Communication ANALYSIS, Formulate thesis, stated Unit II~- VOCABULARY
(PROFICIENCY AT Skills SYNTHESIS, AND or implied, in extended APPLICATION=
MAKING EVALUATION OF text Complete a skeletal
APPROPRIATE TEXT outline, Read online The




REASONING Comprehension Efficient reading, Assess the role of Unit III — MAIN IDEA,
( DEVELOPING A competencies using STUDY, and TEST transitional devices LITERAL
CRITICAL expository and TAKING SKILLS which signal COMPREHENSION, and
UNDERSTANDING OF narrative writing relationships among the Dracula Portfolio
THE TEXT) sentences and Application: Complete
paragraphs main ideas exercises,
Complete unstated main
idea exercises. Research
the pre-search terms. Read
the play at home, Complete
main idea and supporting
details exercises, Complete
class research/readings.




REASONING Identify common Unit IV — ANALYSIS,
(DETERMINING THE patterns of organization INFERENCE, and the
SPECIFIC to understand the Literary Discoveries
MEANINGS OF interrelationship of Portfolio.
DIFFICULT, ideas in reading Application: Complete
UNFAMILIAR, OR materials patterns of organization
AMBIGUOUS exercises, Work on
WORDS BASED ON Literary Discoveries
SURROUNDING Portfolio, Complete
TEXT) Inferences exercises,




COMPASS INSTRUCTOR 1 INSTRUCTOR 2
READING READING 0097 READING 0098 SYLLABUS SYLLABUS
VOCABULARY Distinguish between
statements of fact and
opinion in a reading
selection












































Referring VOCABULARY INFERENTIAL, DETERMINE Unit I - Successful
(QUESTIONS STRATEGIES Interpretive, and WORD MEANING Learning
ABOUT critical reading USING CONTEXT Application Complete
MATERIAL comprehension CLUES, online survey concerning
EXPLICITLY strategies STRUCUTRAL stress and complete general





COMPASS INSTRUCTOR 1 INSTRUCTOR 2
READING READING 0097 READING 0098 SYLLABUS SYLLABUS
REASONING Communication Skills ANALYSIS, Formulate thesis, stated Unit II — VOCABULARY
(PROFICIENCY AT SYNTHESIS, AND or implied, in extended APPLICATION=
MAKING EVALUATION OF text Complete a skeletal
APPROPRIATE TEXT outline, Read online The




REASONING Comprehension Efficient reading, Assess the role of Unit III — MAIN IDEA,
( DEVELOPING A competencies using STUDY, and TEST transitional devices LITERAL
CRITICAL expository and TAKING SKILLS which signal COMPREHENSION, and
UNDERSTANDING narrative writing relationships among the Dracula Portfolio
OF THE TEXT) sentences and Application: Complete
paragraphs main ideas exercises,
Complete unstated main
idea exercises. Research
the pre-search terms. Read
the play at home, Complete
main idea and supporting
details exercises, Complete
class research/readings.




REASONING Identify common Unit IV - ANALYSIS,
(DETERMINING patterns of organization INFERENCE, and the
THE SPECIFIC to understand the Literary Discoveries
MEANINGS OF interrelationship of Portfolio.
DIFFICULT, ideas in reading Application: Complete
UNFAMILIAR, OR materials patterns of organization
AMBIGUOUS exercises, Work on
WORDS BASED ON Literary Discoveries
SURROUNDING Portfolio, Complete
TEXT) Inferences exercises,
Review for final exam and
COMPASS
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statements of fact and
opinion in a reading
selection
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INSTRUCTORS I AND 2’S ENGL
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OBJECTIVES
USE A VARIETY OF METHODS
FOR GENEATING IDEAS
USE A VARIETY OF METHODS
FOR DEVELOPING IDEAS
USE A VARITY OF STRATEGIES
FOR ORGANIZING IDEAS
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IDEAS BY USING A VARIETY OF
SENTENCE STRUCTURE
SI lOW RELATIONSI-IIPS BETWEEN



















SHIFTS IN WRITE A SERIES OF RELATED
CONSTRUCTION PARAGRPHS SUPPORTING ONE
CONTROLLING IDEA
CAPITILIZATION USE A VARIETY OF METHODS
FOR WRITING INTRODUCTORY
PARAGRAPHS
USE A VARIETY OF METHODS
FOR WRITING CONCLUDING
PARAGRAPHS
USE A VARIETY OF COHERENCE
DEVICES WITHIN PARAGRAPHS
ESSAY WRITING CONTRUCT CONTROLLING IDEA
STATEMENTS FOR ESSAYS
Using Transitional Use a variety of coherence devices
Devices between paragraphs
PUNCTUATION PUNCTUATION EDIT HIS OR HER OWN WRITING




Factors that Influence the Success of Learning Support Students:
A Case Study of a Two-Year Community College
CAU IRB Reference Number: HR 201 1-5-383-1/A
Principal Investigator: Alecia L. Watkins Telephone number: (404) 374-0151
Dissertation Chair: Sheila T. Gregory, Ph.D Telephone number: (404) 880-6015
My name is Alecia Watkins, and I am a Student Affairs Counselor in the Advising, Counseling, and
Retention Services (ACRS) department on the Newton campus. As a part of my doctoral studies at Clark
Atlanta University, I am writing my dissertation on factors that influence the success of Learning Support
students. You are being invited to participate in this study based on your enrollment in an exit-level
Learning Support course during the 2011 summer session. This study is being supervised by Dr. Sheila T.
Gregory in the Department of Educational Leadership at Clark Atlanta University (CAU). We ask that you
read this form and ask any questions you may have before agreeing to participate in the study.
Background Information
The purpose of this study is to examine factors that influence the success of Learning Support students as
measured by their end of course grades in their LS courses and their subsequent scores on the COMPASS
exit exam. There are numerous factors that may affect whether or not a student is successful in exiting
Learning Support; however this study will examine the following factors: Curriculum Alignment of
Learning Support Courses with the COMPASS exit exam, Higher Education Seminar (HEDS 1011),
Frequency, Use, and Helpfulness of the Learning and Tutoring Center, Instructional Delivery of Learning
Support courses, Quality of Instruction, Academic Advising, Students’ Academic Self-Esteem, Number of
Learning Support Areas, and the Number of Learning Support Courses, Student Status, Enrollment Status,
Employment Status, Caregiver Status, Generational Status, and High School Grade Point Average.
Procedures
If you agree to participate in this study, you should expect the following to occur:
1. Complete the survey attached to this form.
2. Provide your student identification number (900 #) at the end of the survey. I will be collecting
the following information with your student identification number:
a. Final grade in your Learning Support course.
b. COMPASS exit score.
c. High School Grade Point Average (GPA).
Confidentiality
I am the only person that will have access to this information. This information will NOT be printed or
shared in any way, at any time. I will be analyzing this information to determine which variables have the
greatest effect on your success in the Learning Support course. Your name will not be mentioned





Risk and Benefits of Being in the Study
There are no risks associated with participating in this study. Your participation in this research study will
not affect your grades in any subsequent courses that you may be required to take. There are no benefits
associated with your participation in this study.
Voluntary Nature of the Study
YOUR PARTICIPATION IS STRICTLY VOLUNTARY. You are not required to answer any question
you do not wish to answer.
Contacts and Questions
Alecia L. Watkins (Principal Investigator), doctoral candidate in the Department of Educational Leadership
and Administration in the School of Education at Clark Atlanta University is conducting this study. Ms.
Watkins’ contact information is as follows: (404) 374-0151 or alwatkinsl@yahoo.com. Dr. Sheila T.
Gregory is the dissertation committee chair supervising this study. Dr. Gregory can be reached at (404)
880-6015, or sgregorv@cau.edu.
You may ask any questions you have now. If you have questions in the future about the research, you may
contact the researcher or the dissertation committee chair at the above referenced contact information. If
you have any questions now, or later, related to the integrity of the research or your rights as a research
participant, you are encouraged to contact Dr. Georgianna Bolden at (404) 880-6979, Dr. Paul I. Musey at
(404) 880-6829 in the Office of Sponsored Programs at Clark Atlanta University, or Dr. Patricia Gregg at
(678) 891-2571 or via email at patricia.nregg~gpc.edu in the Office of Institutional Research and
Planning at Georgia Perimeter College.
You will be given a copy of this form to keep for your records.
STATEMENT OF CONSENT: I have read the above information. I have discussed this study, its risks
and potential benefits, and lily other choices with the principal investigator, Alecia L. Watkins. I have
asked questions and received the answers to my satisfaction. My signature below indicates that I consent
to participate in the study. It is my understanding that I can withdraw at any time.
Participant’s Name (Signature) Date
Participant’s Name (Printed)
Principal Investigator’s Name (Signature) Date
Principal Investigator’s Name (Printed)
APPENDIX E
Learning Support Survey
ALL INFORMATION IS CONFIDENTIAL. PLEASE DO NOT PUT YOUR NAME
ANYWHERE ON THIS SURVEY.





____ African Americansian AmericanCau sianHisp icN tive American
Other
3. Student Status
Traditional (gr duated high school within the last two years)ontraditional (gr duated igh school more th n two years ago
4. Financial Aid Status
__ Receiv g financial aid (loans, grants, scholarships etc.)r ceivi y type of fi anci l aid
5. Enrollment Status







Children (living with you)
No Children
Elderly Parents (living with you)
8. Generational Status
_____ First-Generation (neither parent earned at least an Associate’s
Degree)
_ Second-Generatio (on parent earned at least an Associate’s
Degree)




10. Learning Support Courses Required (Check all that apply)
MATH 0097 ___ MATH 0098ENGL 0098 ENGL 0099_ READ 7 READ 8
11. Learning and Tutoring Center (LTC)
I have been referred to the LTC.
Yes
No
12. Learning and Tutoring Center (LTC) Frequency of Use
I use the LTC
Never
____ Once per week__ Twice per w ekMor than twic p r week
13. Learning and Tutoring Center (LTC) Purpose of Use
I use the tutors in the LTC to help me with my LS courses.
Yes
No




15. Using the LTC helped me pass my Learning Support courses.
___ Yes
No
16. Higher Education Seminar (HEDS 1011)
I was required to take the HEDS 1011 course.
_ __ No
IF YOU WERE NOT REQUIRED TO TAKE HEDS 1011, SKIP TO QUESTION
22 ON THE NEXT PAGE.
Please put an X in the box that corresponds to how you feel about questions 17 - 40:
Higher Education Seminar Strong Strongly
(IIEDS 1011) Agree Agree Disagree Disagree
17. The HEDS 1011 course taught me
study skills that helped me in my
Learning Support courses.
18. The REDS 101 1 course taught me
test taking skills to help me on the
COMPASS exam.
19. The HEDS 1011 course helped me
adjust to the college atmosphere.
20. The HEDS 101 1 course taught me
how to locate and utilize college
resources and services available to
me.
21. The REDS 1011 course provided
me with tips to help me be
successful in college.
Strongly Strongly
Curriculum Alignment Agree Agree Disagree Disagree
22. The material I was taught in the
Learning Support course matched the




Higher Education Seminar Strong Strongly
(HEDS 1011) Agree Agree Disagree Disagree
23. The material I was taught in the
Learning Support course prepared me
to take the COMPASS exam.
24. The material I was taught in the
Learning Support course did not
match the material on the COMPASS
exam.
Strongly Strongly
Academic Advising Agree Agree Disagree Disagree
25. The academic advisors were useful in
helping me select courses to take
each semester.
26. The academic advisors were helpful
in connecting me with additional
academic resources.
Strongly Strongly
Curriculum Alignment Agree Agree Disagree Disagree
27. The academic advisors carefully
explained the Learning Support rules
each time I met with them.
28. The academic advisors referred me to
the Learning and Tutoring Center
(LTC).
29. The academic advisors made me
aware of my academic standing each
time I met with them.
30. The academic advisors motivated me
to succeed.
Strong Strongly
Instructional Delivery Agree Agree Disagree Disagree
31. The Learning Support instructors




Higher Education Seminar Strong Strongly
(HEDS 1011) Agree Agree Disagree Disagree
32. The Learning Support instructors
used a variety of different teaching
methods.
33. The Learning Support instructors
engaged the students in the lessons.
34. The Learning Support instructors
made me feel comfortable asking
questions in class.
35. The Learning Support instructors
helped to prepare me for the
COMPASS exam.
Strong Strongly
Self-Efficacy Agree Agree Disagree Disagree
36. It is easy for me to accomplish my
goals.
37. Even in the face of difficulty, I
believe in my ability to succeed.
38. I am confident in my ability to pass
the COMPASS Exit Exam.
Strongly Strongly
Self-Efficacy Agree Agree Disagree Disagree
39. I am willing to do whatever it takes
to exit Learning Support.
40. Even if I have to re-take a Learning
Support class multiple times, I will
not_give_up.
Thank you for taking the time to fill out this survey and participate in this research
study. Your input is extremely valuable.
Student Identification #900
APPENDIX F
Clark Atlanta University IRB Approval Letter
CLARK ATLANTA UMVERSITY
Institutional Review Board
Office of Sponsored Programs
June 22, 201 1




RE: Factors that Influence the Success of Learning Support Students
Principal Investigator(s): Alecia Watkins
Human Subjects Code Number: HR201 1 -5-383-1
Dear Ms. Watkins:
The Human Subjects Committee of the Institutional Review Board (IRB) has reviewed
your protocol and approved of it as exempt in accordance with 45 CFR 46.101 (b)(2).
Your Protocol Approval Code is HR2O1 1-5-383-1/A
This permit will expire on June 21, 201 2. Thereafter, continued approval is contingent
upon the annual submission of a renewal form to this office.
The CAU IRE acknowledges your timely completion of the CITI IRE Training in Protection
of Human Subjects — “Social and Behavioral Sciences Track”. Your certification is valid
for two years.
If you have any questions, please contact Dr. Georgianna Bolden at the Office of
Sponsored Programs (404) 880-6979 or Dr. Paul I. Musey, (404) 880-6829.
Sincerely:
Paul I. Musey. PhD.
Chair
]RB: Human Subjects Committee
cc. Office of Sponsored Programs, ~Dr. Georg~anna Boiden” <gbolcien@cau.edu>
Or Shei~a Gregory <sgregory@cau.edu>
223 James P. Brawley Drive, S.W. ATLANrA, GA 30314-4391 (404) 850-5000





Frequency Percent Valid Percent Cumulative Percent
Valid Female 99 66.0 66.0 66.0
Male 51 34.0 34.0 100.0
Total 150 100.0 100.0
Race
Frequency Percent Valid Percent Cumulative Percent
Valid African American 68 45.3 45.3 45.3
Asian American 7 4.7 4.7 50.0
Caucasian 63 42.0 42.0 92.0
Hispanic 6 4.0 4.0 96.0
Native American 2 1.3 1.3 97.3
Other 4 2.7 2.7 100.0
Total 150 100.0 100.0
Student Status
Frequency Percent Valid Percent Cumulative Percent
Valid Traditional 119 79.3 79.3 79.3
Non-Traditional 31 20.7 20.7 100.0





Frequency Percent Valid Percent Cumulative Percent
Valid Receiving Financial Aid 120 80.0 80.0 80.0
Not Receiving Financial Aid 30 20.0 20.0 100.0
Total 150 100.0 100.0
Enrollment
Frequency Percent Valid Percent Cumulative Percent
Valid Part-time 43 28.7 28.9 28.9
Full-time 106 70.7 71.1 100.0




Frequency Percent Valid Percent Cumulative Percent
Valid Not employed 67 44.7 44.7 44.7
Part-time 54 36.0 36.0 80.7
Full-time 29 19.3 19.3 100.0
Total 150 100.0 100.0
Caregiver
Frequency Percent Valid Percent Cumulative Percent
Valid No Children 112 74.7 74.7 74.7
Children 30 20.0 20.0 94.7
Elderly Parent 8 5.3 5.3 100.0
Total 150 100.0 100.0
Generational
Frequency Percent Valid Percent Cumulative Percent
Valid First Generation 75 50.0 50.0 50.0
Second Generation 75 50.0 50.0 100.0
Total 150 100.0 100.0
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Appendix G (Continued)
Frequency Percent Valid Percent Cumulative Percent
Valid 1 59 39.3 39.3 39.3
2 49 32.7 32.7 72.0
3 42 28.0 28.0 100.0
Total 150 100.0 100.0
# LS Courses
Frequency Percent Valid Percent Cumulative Percent
Valid 1 96 64.0 64.4 64.4
2 53 35.3 35.6 100.0
Total 149 99.3 100.0
Missing System 1 .7
Total 150 100.0
LTC Frequencies
Frequency Percent Valid Percent Cumulative Percent
Valid Never 85 56.7 56.7 56.7
Once per week 46 30.7 30.7 87.3
Twice per week 15 10.0 10.0 97.3
More than twice per week 4 2.7 2.7 100.0
Total 150 100.0 100.0
LTC Purl3
Frequency Percent Valid Percent Cumulative Percent
Valid Yes 50 33.3 33.3 33.3
No 100 66.7 66.7 100.0




Frequency Percent Valid Percent Cumulative Percent
Valid Yes 44 29.3 29.3 29.3
No 106 70.7 70.7 100.0
Total 150 100.0 100.0
LTC Purl5
Frequency Percent Valid Percent Cumulative Percent
Valid Yes 40 26.7 26.7 26.7
No 110 73.3 73.3 100.0
Total 150 100.0 100.0
HEDS Req
Frequency Percent Valid Percent Cumulative Percent
Valid Yes 57 38.0 38.3 38.3
No 92 61.3 61.7 100.0
Total 149 99.3 100.0
Missing System 1 .7
Total 150 100.0
[IEDSI 7
Frequency Percent Valid Percent Cumulative Percent
Valid Strongly Disagree 5 3.3 8.9 8.9
Disagree 11 7.3 19.6 28.6
Agree 22 14.7 39.3 67.9
Strongly Agree 18 12.0 32.1 100.0
Total 56 37.3 100.0





Frequency Percent Valid Percent Cumulative Percent
Valid Strongly Disagree 6 4.0 10.7 10.7
Disagree 19 12.7 33.9 44.6
Agree 17 11.3 30.4 75.0
Strongly Agree 14 9.3 25.0 100.0
Total 56 37.3 100.0
Missing System 94 62.7
Total 150 100.0
HEDSI 9
Frequency Percent Valid Percent Cumulative Percent
Valid Strongly Disagree 3 2.0 5.4 5.4
Disagree 11 7.3 19.6 25.0
Agree 22 14.7 39.3 64.3
Strongly Agree 20 13.3 35.7 100.0
Total 56 37.3 100.0
Missing System 94 62.7
Total 150 100.0
HEDS2O
Frequency Percent Valid Percent Cumulative Percent
Valid Strongly Disagree 2 1.3 3.6 3.6
Disagree 9 6.0 16.1 19.6
Agree 24 16.0 42.9 62.5
Strongly Agree 21 14.0 37.5 100.0
Total 56 37.3 100.0





Frequency Percent Valid Percent Cumulative Percent
Valid Strongly Disagree 1 .7 1.8 1.8
Disagree 6 4.0 10.7 12.5
Agree 29 19.3 51.8 64.3
StronglyAgree 20 13.3 35.7 100.0
Total 56 37.3 100.0
Missing System 94 62.7
Total 150 100.0
CurrAIi22
Frequency Percent Valid Percent Cumulative Percent
Valid Strongly Disagree 4 2.7 2.7 2.7
Disagree 23 15.3 15.4 18.1
Agree 84 56.0 56.4 74.5
Strongly Agree 38 25.3 25.5 100.0




Frequency Percent Valid Percent Cumulative Percent
Valid Strongly Disagree 1 .7 .7 .7
Disagree 17 11.3 11.4 12.1
Agree 81 54.0 54.4 66.4
Strongly Agree 50 33.3 33.6 100.0






Frequency Percent Valid Percent Cumulative Percent
Valid Strongly Disagree 40 26.7 26.8 26.8
Disagree 65 43.3 43.6 70.5
Agree 34 22.7 22.8 93.3
Strongly Agree 10 6.7 6.7 100.0




Frequency Percent Valid Percent Cumulative Percent
Valid Strongly Disagree 7 4.7 4.7 4.7
Disagree 17 11.3 11.4 16.1
Agree 69 46.0 46.3 62.4
Strongly Agree 56 37.3 37.6 100.0




Frequency Percent Valid Percent Cumulative Percent
Valid Strongly Disagree 6 4.0 4.0 4.0
Disagree 31 20.7 20.8 24.8
Agree 65 43.3 43.6 68.5
StronglyAgree 47 31.3 31.5 100.0







Frequency Percent Valid Percent Cumulative Percent
Valid Strongly Disagree 5 3.3 3.4 3.4
Disagree 30 20.0 20.1 23.5
Agree 58 38.7 38.9 62.4
Strongly Agree 56 37.3 37.6 100.0




Frequency Percent Valid Percent Cumulative Percent
Valid Strongly Disagree 9 6.0 6.0 6.0
Disagree 48 32.0 32.2 38.3
Agree 59 39.3 39.6 77.9
StronglyAgree 33 22.0 22.1 100.0




Frequency Percent Valid Percent Cumulative Percent
Valid Strongly Disagree 7 4.7 4.7 4.7
Disagree 36 24.0 24.2 28.9
Agree 63 42.0 42.3 71.1
Strongly Agree 43 28.7 28.9 100.0




Frequency Percent Valid Percent Cumulative Percent
Valid Strongly Disagree 7 4.7 4.7 4.7
Disagree 23 15.3 15.5 20.3
Agree 62 41.3 41.9 62.2
Strongly Agree 56 37.3 37.8 100.0
Total 148 98.7 100.0
Missing System 2 1.3
Total 150 100.0
InstDeI3l
Frequency Percent Valid Percent Cumulative Percent
Valid Strongly Disagree 4 2.7 2.7 2.7
Disagree 7 4.7 4.7 7.4
Agree 76 50.7 51.0 58.4
StronglyAgree 62 41.3 41.6 100.0




Frequency Percent Valid Percent Cumulative Percent
Valid Strongly Disagree 3 2.0 2.0 2.0
Disagree 18 12.0 12.1 14.1
Agree 70 46.7 47.0 61.1
Strongly Agree 58 38.7 38.9 100.0







Frequency Percent Valid Percent Cumulative Percent
Valid Strongly Disagree 4 2.7 2.7 2.7
Disagree 12 8.0 8.1 10.7
Agree 72 48.0 48.3 59.1
Strongly Agree 61 40.7 40.9 100.0




Frequency Percent Valid Percent Cumulative Percent
Valid Strongly Disagree 5 3.3 3.4 3.4
Disagree 9 6.0 6.0 9.4
Agree 65 43.3 43.6 53.0
Strongly Agree 70 46.7 47.0 100.0




Frequency Percent Valid Percent Cumulative Percent
Valid Strongly Disagree 2 1.3 1.3 1.3
Disagree 12 8.0 8.1 9.4
Agree 71 47.3 47.7 57.0
Strongly Agree 64 42.7 43.0 100.0







Frequency Percent Valid Percent Cumulative Percent
Valid Strongly Disagree 1 .7 .7 .7
Disagree 25 16.7 16.8 17.4
Agree 74 49.3 49.7 67.1
Strongly Agree 49 32.7 32.9 100.0




Frequency Percent Valid Percent Cumulative Percent
Valid Strongly Disagree 1 .7 .7 .7
Disagree 7 4.7 4.7 5.4
Agree 66 44.0 44.3 49.7
Strongly Agree 75 50.0 50.3 100.0
Total 149 99.3 100.0
Missing System 1 .7
Total 150 100.0
SelfEff3B
Frequency Percent Valid Percent Cumulative Percent
Valid Strongly Disagree 3 2.0 2.0 2.0
Disagree 12 8.0 8.1 10.1
Agree 58 38.7 38.9 49.0
StronglyAgree 76 50.7 51.0 100.0





Frequency Percent Valid Percent Cumulative Percent
Valid Agree 32 21.3 21.5 21.5
StronglyAgree 117 78.0 78.5 100.0




Frequency Percent Valid Percent Cumulative Percent
Valid Strongly Disagree 3 2.0 2.0 2.0
Disagree 8 5.3 5.4 7.4
Agree 40 26.7 26.8 34.2
Strongly Agree 98 65.3 65.8 100.0




Frequency Percent Valid Percent Cumulative Percent
Valid Failed 10 6.7 20.0 20.0
Passed 40 26.7 80.0 100.0
Total 50 33.3 100.0
Missing System ioo 66.7
Total 150 100.0
Comp Reading
Frequency Percent Valid Percent Cumulative Percent
Valid Failed 23 15.3 30.7 30.7
Passed 52 34.7 69.3 100.0
Total 75 50.0 100.0




Frequency Percent Valid Percent Cumulative Percent
Valid Failed 9 6.0 19.6 19.6
Passed 37 24.7 80.4 100.0
Total 46 30.7 100.0
Missing System 104 69.3
Total 150 100.0
LS Areas
Frequency Percent Valid Percent Cumulative Percent
Valid 1 59 39.3 39.3 39.3
2 91 60.7 60.7 100.0
Total 150 100.0 100.0
Caregiver
Frequency Percent Valid Percent Cumulative Percent
Valid No Children 112 74.7 74.7 74.7
Children and Elderly Parents 38 25.3 25.3 100.0
Total 150 100.0 100.0
Employment
Frequency Percent Valid Percent Cumulative Percent
Valid Not employed 67 44.7 44.7 44.7
Employed 83 55.3 55.3 100.0
Total 150 100.0 100.0





Student Status Traditional 7 28 35
Non-Traditional 2 9 11






Asymp. Sig. Exact Sig. Exact Sig.
Value Df (2-sided) (2-sided) (1-sided)
Pearson Chi-Square .018a 1 .895
Continuity Correctionb .000 1 1.000
Likelihood Ratio .018 1 .894
Fishers Exact Test 1.000 .635
Linear-by-Linear Association .017 1 .896
N of Valid Casesb 46
a. 1 cells (25.0%) have expected count less than 5. The minimum expected count is 2.15.
b. Computed only for a 2x2 table





Student Status Traditional 21 46 67
Non-Traditional 2 6 8
Total 23 52 75
Chi-Square Tests
Asymp. Sig. Exact Sig. Exact Sig.
Value df (2-sided) (2-sided) (1-sided)
Pearson Chi-Square .135a 1 .713
Continuity Correctionb .000 1 1.000
Likelihood Ratio .140 1 .708
Fishers Exact Test i .000 .532
Linear-by-Linear Association .133 1 .715
N of Valid Casesb 75
a. 1 cells (25.0%) have expected count less than 5. The minimum expected count is 2.45.
b. Computed only for a 2x2 table
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Student Status *Comp Math
Count
Camp Math
Count Failed Passed Total
Student Status Traditional 4 31 35
Non-Traditional 6 9 15
Total 10 40 50
Chi-Square Tests
Asymp. Sig. Exact Sig. Exact Sig.
Value df (2-sided) (2-sided) (1-sided)
Pearson Chi-Square 5357a 1 .021
Continuity Correctionb 3.720 1 .054
Likelihood Ratio 4973 1 .026
Fisher’s Exact Test .048 .030
Linear-by-Linear Association 5.250 1 .022
N of Valid Casesb 50
a. 1 cells (25.0%) have expected count less than 5. The minimum expected count is 3.00.




Count Failed Passed Total
ltcfreq None 3 16 19
Week or More 1 5 6






N of Valid Casesb
a. I cells (25.0%) have expected count less than 5. The minimum expected count is 4.29.
b. Computed only for a 2x2 table
Chi-Square Tests
Asymp. Sig. Exact Sig. Exact Sig.
Value df (2-sided) (2-sided) (1-sided)
Pearson Chi-Square .003a 1 .959
Continuity Correctionb .000 1 1.000
Likelihood Ratio .003 1 .959
Fishers Exact Test i .000 .694
Linear-by-Linear Association .003 1 .960
N of Valid Casesb 25
a. 2 cells (50.0%) have expected count less than 5. The minimum expected count is .96.




Count Failed Passed Total
ltcfreq None 15 17 32
WeekorMore 3 7 10
Total 18 24 42
Chi-Square Tests
Asymp. Sig. Exact Sig. Exact Sig.
Value df (2-sided) (2-sided) (1-sided)
Pearson Chi-Square .886a 1 .347
Continuity Correctionb .331 1 .565
Likelihood Ratio .gi 1 1 .340
Fishers Exact Test .473 .286
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Itcfreq * Comp Math
Crosstab
Comp Math
Count Failed Passed Total
Itcfreq None 4 12 16
Week or More 2 4 6
Total 6 16 22
Chi-Square Tests
Asymp. Sig. Exact Sig. Exact Sig.
Value df (2-sided) (2-sided) (1-sided)
Pearson Chi-Square .153a 1 .696
Continuity Correctionb .000 1 1.000
Likelihood Ratio .149 1 .699
Fishers Exact Test 1.000 .541
Linear-by-Linear Association .146 1 .703
N of Valid Casesb 22
a. 3 cells (75.0%) have expected count less than 5. The minimum expected count is 1.64.
b. Computed only for a 2x2 table
LS Referred * Comp English
Crosstab
Comp English
Count Failed Passed Total
LS Referred No 6 24 30
Yes 3 12 15






Exact Sig. Exact Sig.
Value df (2-sided) (1-sided)
Pearson Chi-Square .0008 1 1.000
Continuity Correction .000 1 1.000
Likelihood Ratio .ooo 1 1.000
Fisher’s Exact Test 1.000 .644
Linear-by-Linear Association .ooo 1 1.000
N of Valid Casesb 45
a. 1 cells (25.0%) have expected count less than 5. The minimum expected count is 3.00.
b. Computed only for a 2x2 table
LS Referred * Comp Reading
Crosstab
Comp Reading
Count Failed Passed Total
LS Referred No 19 37 56
Yes 4 14 18
Total 23 51 74
Chi-Square Tests
Asymp. Sig. Exact Sig. Exact Sig.
Value df (2-sided) (2-sided) (1-sided)
Pearson Chi-Square .8718 1 .351
Continuity Correctionb .41 1 1 .522
Likelihood Ratio .gio 1 .340
Fisher’s Exact Test .398 .265
Linear-by-Linear Association .860 1 .354
N of Valid Casesb 74
a. 0 cells (.0%) have expected count less than 5. The minimum expected count is 5.59.
b. Computed only for a 2x2 table
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LS Referred * Comp Math
C rosstab
Comp Math
Count Failed Passed Total
LS Referred No 6 24 30
Yes 4 15 19
Total 10 39 49
Chi-Square Tests
Asymp. Sig. Exact Sig. Exact Sig.
Value df (2-sided) (2-sided) (1-sided)
Pearson Chi-Square .008a 1 .929
Continuity Correctionb .ooo 1 1.000
Likelihood Ratio .008 1 .929
Fishers Exact Test i .000 .601
Linear-by-Linear Association .008 1 .930
N of Valid Casesb 49
a. 1 cells (25.0%) have expected count less than 5. The minimum expected count is 3.88.
b. Computed only for a 2x2 table
LTC Purl5 * Comp English
Crosstab
Comp English
Count Failed Passed Total
LTC Purl5 Yes 2 13 15
No 7 24 31




Asymp. Sig. Exact Sig. Exact Sig.
Value df (2-sided) (2-sided) (1-sided)
Pearson Chi-Square 54ga 1 .459
Continuity Correctionb .119 1 .730
Likelihood Ratio 579 1 .447
Fishers Exact Test .696 .376
Linear-by-Linear Association .537 i .464
N of Valid Casesb 46
a. 1 cells (25.0%) have expected count less than 5. The minimum expected count is 2.93.
b. Computed only for a 2x2 table
LTC Purl5 * Comp Reading
C rosstab
Comp Reading
Count Failed Passed Total
LTCPur15 Yes 11 14 25
No 12 38 50
Total 23 52 75
Chi-Square Tests
Asymp. Sig. Exact Sig. Exact Sig.
Value df (2-sided) (2-sided) (1-sided)
Pearson Chi-Square 3.135a 1 .077
Continuity Correctionb 2.265 1 .132
Likelihood Ratio 3.057 1 .080
Fisher’s Exact Test .111 .067
Linear-by-Linear Association 3.094 1 .079
N of Valid Casesb 75
a. 0 cells (.0%) have expected count less than 5. The minimum expected count is 7.67.
b. Computed only for a 2x2 table
Appendix G (Continued)
LTC Purl5 * Comp Math
Crosstab
Comp Math
Count Failed Passed Total
LTCPur15 Yes 3 10 13
No 7 30 37
Total 10 40 50
Chi-Square Tests
Asymp. Sig. Exact Sig. Exact Sig.
Value df (2-sided) (2-sided) (1-sided)
Pearson Chi-Square .104a 1 .747
Continuity Correctionb .000 1 1.000
Likelihood Ratio .102 1 .750
Fisher’s Exact Test .707 .515
Linear-by-Linear Association .102 1 .750
N of Valid Casesb 50
a. 1 cells (25.0%) have expected count less than 5. The minimum expected count is 2.60.
b. Computed only for a 2x2 table





LTC Purl4 Yes 3 18 21
No 6 19 25





Asymp. Sig. Exact Sig. Exact Sig.
Value df (2-sided) (2-sided) (1-sided)
Pearson Chi-Square .684a 1 .408
Continuity Correctionb .206 1 .650
Likelihood Ratio .698 1 .403
Fisher’s Exact Test .478 .328
Linear-by-Linear Association .669 1 .413
N of Valid Casesb 46
a. 2 cells (50.0%) have expected count less than 5. The minimum expected count is 4.11.
b. Computed only for a 2x2 table
LTC Purl4 * Comp Reading
Crosstab
Comp Reading
Count Failed Passed Total
LTC Purl4 Yes 15 17 32
No 8 35 43
Total 23 52 75
Chi-Square Tests
Asymp. Sig. Exact Sig. (2- Exact Sig. (1-
Value df (2-sided) sided) sided)
Pearson Chi-Square 6.896a 1 .009
Continuity Correctionb 5.631 1 .018
Likelihood Ratio 6.907 1 .009
Fisher’s Exact Test .012 .009
Linear-by-Linear Association 6.804 1 .009
N of Valid Casesb 75
a. 0 cells (.0%) have expected count less than 5. The minimum expected count is 9.81.
b. Computed only for a 2x2 table
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LTC Purl4 * Comp Math
Crosstab
Comp Math
Count Failed Passed Total
LTCPur14 Yes 3 10 13
No 7 30 37
Total 10 40 50
Chi-Square Tests
Asymp. 81g. Exact Sig. Exact Sig. (1-
Value df (2-sided) (2-sided) sided)
Pearson Chi-Square 104a 1 .747
Continuity Correctionb .000 1 1.000
Likelihood Ratio .102 1 .750
Fishers Exact Test .707 .515
Linear-by-LinearAssociation .102 1 .750
N of Valid Casesb 50
a. 1 cells (25.0%) have expected count less than 5. The minimum expected count is 2.60.
b. Computed only for a 2x2 table
LTC Purl3 * Comp English
Crosstab
Comp English
Count Failed Passed Total
LTCPur13 Yes 4 14 18
No 5 23 28




Asymp. Sig. Exact Sig. Exact Sig.
Value df (2-sided) (2-sided) (1-sided)
Pearson Chi-Square .1332 1 .716
Continuity Correctionb .000 1 1.000
Likelihood Ratio .131 1 .717
Fishers Exact Test .721 .499
Linear-by-LinearAssociation .130 1 .719
N of Valid Casesb 46
a. 1 cells (25.0%) have expected count less than 5. The minimum expected count is 3.52.
b. Computed only for a 2x2 table
LTC Purl3 * Comp Reading
C rosstab
Comp Reading
Count Failed Passed Total
LTCPur13 Yes 13 18 31
No 10 34 44
Total 23 52 75
Chi-Square Tests
Asymp. Sig. Exact Sig. Exact Sig.
Value df (2-sided) (2-sided) (1-sided)
Pearson Chi-Square 3.156a 1 .076
Continuity Correctionb 2.317 1 .128
Likelihood Ratio 3.132 1 .077
Fishers Exact Test .126 .064
Linear-by-LinearAssociation 3.114 1 .078
N of Valid Casesb 75
a. 0 cells (.0%) have expected count less than 5. The minimum expected count is 9.51.
b. Computed only for a 2x2 table
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LTC Purl3 * Comp Math
Crosstab
Comp Math
Count Failed Passed Total
LTCPur13 Yes 5 12 17
No 5 28 33
Total 10 40 50
Chi-Square Tests
Asymp. Sig. Exact Sig. Exact Sig.
Value df (2-sided) (2-sided) (1-sided)
Pearson Chi-Square 1 .426a 1 .232
Continuity Correctionb .674 1 .412
Likelihood Ratio 1.371 1 .242
Fisher’s Exact Test .277 .204
Linear-by-Linear Association i .398 1 .237
N of Valid Casesb 50
a. 1 cells (25.0%) have expected count less than 5. The minimum expected count is 3.40.
b. Computed only for a 2x2 table
HEDS Req * Comp English
Crosstab
Camp English
Count Failed Passed Total
HEDS Req Yes 3 20 23
No 6 17 23






N of Valid Casesb
a. 2 cells (50.0%) have expected count less than 5. The minimum expected count is 4.50.
b. Computed only for a 2x2 table
HEDS Req * Comp Reading
Crosstab
Comp Reading
Count Failed Passed Total
HEDS Req Yes 12 19 31
No 11 32 43








Asymp. Sig. (2- Exact Sig. (2- Exact Sig. (1-
Value df sided) sided) sided)
Pearson Chi-Square 1 .243a 1 .265
Continuity Correctionb .553 i .457
Likelihood Ratio i .263 1 .261














Linear-by-Linear Association 1.430 1 .232
N of Valid Casesb 74
a. 0 cells (.0%) have expected count less than 5. The minimum expected count is 9.64.
b. Computed only for a 2x2 table
